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ABSTRACT 
This study was undertaken to understand principals’ role in capacity development of 
post level one teachers for school leadership. The success of a school and high learner 
achievement depends largely on good leadership and it is highly unlikely that poor or 
ineffective school leadership will lead to successful schools. Leadership development 
may occur through pre-service and in-service preparation programs. Pre-service 
leadership preparation programs occur where a deliberate action is taken by an 
individual to learn about leadership skills. In-service leadership development takes 
place when internal processes are put in place within schools to build leadership 
capacity. This study argues that it is principals who need to ensure that opportunities 
exist for in-service leadership development programs for post level one teachers. The 
official tool or instrument that the Department of Basic Education (DBE) prescribes for 
teacher appraisal and teacher development in South Africa is Integrated Quality 
Management System (IQMS). However, scholars who have examined professional 
development in schools find that IQMS to some extent is inadequate, unsuitable and 
therefore “deficient” in some areas of capacity development. The Advanced Certificate 
in Education in School Leadership (ACELM), introduced by the Department of 
Education (DoE) to develop school leadership was also found to be not in compliance 
with international standards and subsequently the programme was discontinued.  
For this study, a qualitative approach was selected to understand the role that 
principals play in building leadership capacity in post level one teachers in their 
schools. The sampling in this study was purposeful non-probability, where participants 
were carefully chosen to reflect characteristics of the sampled population, as it 
provided avenues for detailed exploration and understanding of the phenomena, 
namely, capacity building, that the researcher wished to study. In-depth semi 
structured individual interviews were conducted with ten (10) participants, that is the 
principal and four (4) post level one teachers at each of the two schools. Data collected 
from the interviews and documents were analyzed by means of an analytical technique 
and content analysis respectively, which are used in qualitative research to describe 
and explain social occurrence in a natural setting. 
The findings indicated that in both schools there are leadership capacity development 
taking place, but notably in different forms. In school A positions for grade heads were 
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created and in school B, positions for subject heads were created to capacitate post 
level one teachers. Additionally, principals have created various sub-committees in 
which opportunities (sometimes limited) existed for leadership capacity development 
for post level one teachers. What became clear is that not all teachers were receiving 
adequate or effective leadership capacity development.  
A significant finding of this study is the principals’ play a fundamental role in the 
creation of sub committees within schools to enhance leadership capacity in post level 
one teachers. The study proposes that teachers participate fully in sub committees, 
which are given sufficient authority and power to make decisions that benefit both the 
development of teacher leadership as well as teaching and learning.  
Lastly, the study recommends a five-year capacity building programme, purely 
structured for leadership development of post level one teachers. This programme 
should be introduced as an internal in-service programme in schools to assist 
teachers’ leadership development. 
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CHAPTER ONE ORIENTATION AND BACKGROUND TO THE STUDY 
 
1.1   INTRODUCTION  
The appointment of teachers in leadership positions has been controversial, contested 
and disputed in many schools in South Africa for many years by teachers and unions 
(Wills, 2015, p. 6). Many teachers have questioned the skills, qualifications and 
suitability, that are required for teachers to be appointed into school leadership 
positions or senior management positions. Haper & Masondo (2014, p.  2) in the City 
Press newspaper in its “jobs for cash” expose, conducted investigations into the 
appointment of teachers into school leadership positions. The investigation revealed 
many allegations of irregularities, including selling of posts, sexual favors for posts, 
unions awarding posts to pals, forms of nepotism, bribes and even school post related 
killings. Subsequently a Ministerial Task Team (MTT) was appointed by the Minister 
of the Department of Basic Education, Angie Motshekga in 2014 to investigate the 
claims that were made by City Press. The Department of Education (DoE, 2016, p. 
140) concluded that there was a problem in appointments of teachers to leadership 
positions. These irregularities place a question mark over the suitability of candidates 
for leadership positions. Therefore, this study is undertaken to understand the 
processes in preparation of post level one (PL1) teachers into school leadership 
positions within schools. 
1.2  CONTEXT OF THE STUDY 
Many vacant leadership positions in a school which could be filled by an outsider are 
normally filled internally by a teacher in a school. This normally starts as an acting 
position and finally as a permanent position (Bush, Kiggundu, & Moorosi, 2011, p. 31). 
Nielson (2001) states that many school leaders or managers begin their school 
leadership careers without any formal leadership qualification or having attended 
formal internal training programs. In the year 2000 the Department of Basic Education 
(DoBE) introduced the Advanced Certificate in Education (ACE) to provide formal 
leadership training programs for schools. However, this programme was solely and 
strictly meant for and directed to school principals but not to PL1 teachers. However, 
in 2013 the Matthew Goniwe School of Leadership and Governance (MGSLG) 
discovered that the existing programmes in leadership and management development 
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were inadequate and recommended that it should be redesigned into a new model, a 
postgraduate diploma or series of in-service training courses (Sullivan, 2013).  Bush, 
Kiggundu, & Moorosi, (2011, p. 41) also echoed the same sentiment that ACE program 
should be redesigned. 
Another intervention initiated by the DoE was the introduction of the Integrated 
Strategic Planning Framework for Teacher Education and Development in South 
Africa (ISPFTEDSA), established jointly by the Department of Basic Education (DoE) 
and the Department of Higher Education & Training (DHET) on 5 April 2011. This 
framework identified teacher leadership development in South Africa as poorly 
coordinated, inadequate, burdensome and in some cases non-existent. The 
framework also singled out Integrated Quality Management System (IQMS) as a tool 
for leadership capacity building as time consuming and bureaucratic, consisting of too 
much paper/administrative work and not serving its purpose. The standard 
performance scores were inflated and not reflecting the reality in the classroom or the 
school. It emphasized that neither the Provincial Education Departments (PED) nor 
teachers had the capacity to implement IQMS or benefit from it and declared that 
teacher development should be delinked from IQMS. This was in line with the 
Declaration of the Teacher Development Summit of 2009, (Education Labour 
Relations Council (ELRC), 2009) which also declared that teacher development 
should be delinked from teacher appraisal for remuneration and salary progression 
(DHET, 2011, p. 13) 
DHET (2011) reiterated at the declaration of Teacher Development Summit of (2009) 
that to promote teacher leadership capacity, leadership development should be 
localized, and the schools should be the centre of it. The principal should coordinate 
and facilitate the leadership capacity building programs with the collaboration, 
cooperation, partnership and networking of all the stake holders, role players, the 
District and PED. It also added that schools should be properly empowered with 
adequate policy, monitoring, funding and quality assurance. 
Other recommendations made by DHET (2011) were that institutions of higher 
learning should be accessible to all practicing teachers to develop their capacity and 
should partner with schools to develop capacity. Dedicated schools should be 
established to support teacher education and leadership capacity. Furthermore, 
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professional development should be more localized and allow for participation of 
Districts and PED. It also recommended that the paperwork and personnel that are 
required to develop teacher leadership capacity should be removed, teacher 
leadership development should be separated from appraisal and time for teachers to 
participate in professional learning communities should be formalized and scheduled. 
All principals, District leaders and PED officials that are involved in teacher leadership 
capacity should be supported provincially and nationally to improve their competence. 
The school principals should be responsible for monitoring that teachers’ development 
is taking place, while teachers individually or collectively should identify areas of 
leadership capacity that needs to be developed. 
Sullivan (2013) argues that localized decision making, and increased school autonomy 
require new roles and capacity in school leadership and responsibilities. He adds that 
changing the school context requires new leadership skills, roles and responsibilities 
to adapt to changing times and suggests that building teacher leadership capacity 
requires a set of developmental programs namely, pre-service and in-service, formal 
and informal training programs that are specific to building knowledge, skills, attitudes 
and values of leadership. 
  
1.3 STATEMENT OF THE PROBLEM  
Teachers and unions have over the years questioned, contested and disputed the 
processes involved in the appointment of teachers into leadership positions in South 
(Wills, 2015, p. 6). What teachers have looked into is the suitability, skills, qualifications 
and processes of appointing teachers into leadership position or senior management 
positions. The Department of Education conducted an investigation into the 
appointments of teachers into leadership positions and senior management positions 
and concluded that there were irregularities in appointment of teachers to leadership 
positions (DoE, 2016, p. 140). One issue stood out, the appointees lacked the required 
leadership capacity, which is defined as a process whereby teachers are adequately 
prepared for school leadership positions and responsibilities (Stoll, 2009). These 
responsibilities include budgeting, allocating school resources, decision making, 
mentoring, planning, conducting staff development and developing school policies 
(Nielsen, 2001). The researcher was motivated to investigate this phenomenon, are 
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there opportunities for capacity building leadership in schools for PL1 teachers. This 
was informed by the declaration made in 2011 by the Department of Basic Education 
(DoBE) and the Department of Higher Education(DHET) at the teachers summit that 
teacher’s development should be delinked from Integrated Quality Management 
System (IQMS). They cited that IQMS as an inadequate tool for teacher development. 
They then recommended that teacher development should occur separate from IQMS 
and that it should be the schools that develop a staff development plan with the help 
of districts and provincial Departments of Education (DoEs). This declaration placed 
principals as school leaders at the forefront of teacher development and leadership 
capacity development in schools.  
Another problematic area of IQMS is that the IQMS process excludes post level one 
teachers in leadership capacity development. The performance standards for 
leadership are not part of post level one evaluation. IQMS, introduced as a 
developmental tool for teachers and to prepare teachers adequately for leadership 
positions (ELRC, 2003a), is made of two integrated parts, developmental appraisal 
and performance measurement. IQMS prescribes that all teachers be evaluated for 
development and salary progression but not to be evaluated in performance standards 
outside their job description (ELRC, 2003a).  Therefore, this study seeks to explore 
the role that the principal plays towards the capacity development of post level one 
teachers for school leadership positions.   
In view of the above discussion, the main research question is stated below.  
1.4. RESEARCH QUESTIONS 
 What is the role of the principal in capacity development of Post Level 1 
teachers for leadership positions in Schools A and B in the Gauteng Province? 
To answer the main research question, the following sub questions were examined:          
 What processes exist for school leadership preparation? 
 What leadership roles and responsibilities are assigned to teachers to develop 
their leadership capacity? 
 What in-service and/or external formal leadership training programs are in     
place by the principals to capacitate PL1 teachers towards school leadership? 
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1.5 THE AIM OF THE RESEARCH STUDY 
 The aim of this study was to understand the role that principals play in the 
capacity development of post level one teachers for school leadership.  
 
1.6 OBJECTIVES OF THE RESEACH STUDY  
 
           Objectives of the study are to understand: 
 
 The processes necessary for school leadership preparation by the school 
principal. 
 The leadership roles and responsibilities that are assigned to teachers to 
develop their leadership capacity. 
 The in-service and/or external formal leadership training programs in place to 
capacitate PL1 teachers towards school leadership. 
 The support provided by principals for PL1 teachers for leadership 
development. 
 
1.7 RESEARCH DESIGN AND METHODOLOGY 
The qualitative research method was selected for this study. Qualitative research is a 
small scale in-depth empirical inquiry that occurs in a natural setting where the 
phenomenon occurs and allows the researcher to collect “live data” (Ritchie & 
Spencer, 2002; Denzin & Lincoln, 2011). The main goal of utilizing qualitative research 
methods when conducting research, is to understand phenomena from the views of 
participants in substantial and specific social settings.  
The research design was an exploratory case study, which according to Yin (2016), 
allows the researcher to investigate the phenomenon where there are no clear single 
set of outcomes. A multiple case study in this research is where more than one school 
will be studied. In a multiple case study, the researcher can compare and draw 
differences and similarities in the cases (Baxter & Jack, 2008, p. 548). The two schools 
were chosen because of the number of teachers who were or are currently in acting 
leadership positions, which became vacant due to transfers and promotions. 
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1.8 SAMPLING 
The sampling in this study was purposeful non-probability, where participants were 
carefully chosen to reflect characteristics of the sampled population (Ritchie & 
Spencer, 2002) as it provided avenues for detailed exploration and understanding of 
the phenomena, namely, capacity building, that the researcher wished to study 
(Mason, 2006; Patton, 1990). The sample for this study constituted ten (10) 
participants; eight (8) PL1 teachers and two (2) Principals. From school A, four (4) 
teachers and a principal were selected and from school B four (4) teachers and the 
principal were selected. Hence, the research sites for this study were two schools. The 
eight (8) PL1 were selected because the researcher made the assumption that 
teachers should be receiving or have some exposure to adequate forms of capacity 
development for leadership positions. The two (2) principals were also selected 
because of their leadership positions and the researcher again makes the assumption 
that principals are the ones responsible in creating avenues for in-house and external 
leadership capacity development for PL1 teachers within schools. 
 
1.9 DATA COLLECTION & ANALYSIS 
Data was collected by means of semi structured individual interviews conducted with 
each of the ten participants at their schools. Interviews were audio recorded, with the 
permission of the participants and the researcher also wrote notes. The researcher 
requested relevant documents and these were analyzed as well. Oppenheim (2000) 
states that interviews have more responses than questionnaires. Documents were 
analyzed focusing on locating evidence that showed how principals delegated or 
shared tasks and responsibilities in their schools. The analysis of documents enabled 
the researcher to obtain non-verbal data from natural settings (Ritchie & Spencer, 
2002).  
Data collected from interviews and documents were analyzed by means of an 
analytical technique. Analytical technique is used in qualitative research to describe 
and explain social occurrence in a natural setting (Pope, Ziebland & Mays, 2000, p. 
144). 
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1.10 TRUSTWORTHINESS: VALIDITY/RELIABILITY 
Trustworthiness refers to credibility, transferability, dependability and confirmability 
(Ritchie & Spencer, 2002). Credibility refers to how the researcher knows that data is 
accurate. Triangulation will be used to determine accuracy. Transferability refers to 
the extent findings can be applied or generalized to other contexts of similar situations, 
population or circumstances. More than two schools were used to determine 
transferability. Dependability refers to the extent that the researcher could explain or 
track the variations when the context changes. A carefully constructed audit trail was 
maintained for this study. 
Data validity refers to accuracy and correctness of data and reliability refers to the 
same instrument producing same/similar results on a different occasion but on a same 
test (Ritchie & Spencer, 2002, p. 273). Data validity and reliability was achieved by 
means of triangulation, a method where many sources/methods are used to verify 
information (Lincoln & Guba, 1985). This study used three sources, interviews, 
documents analysis and observations to verify accuracy of information. Data 
convergence or common occurrences were taken as valid occurrence. The 
triangulation of data also took place when the same participant was interviewed for the 
second time to verify and check the reliability of data. 
Confirmability refers to the extent that findings can be confirmed or corroborated by 
data or others. Member checks where the transcripts of the recorded interviews were 
verified for accuracy with the participants. The recorded interviews and documents 
collected were stored away safely and will be discarded when this research reaches 
conclusion. 
 
1.11  ETHICS CONSIDERATION 
Shamoo and Dunigan (2000, p. 205) define ethics as a set of morals and that is, “what 
is right and what is wrong” and a society value system that involves consensual 
agreement on “what is right or what is wrong”. For Akaranga and Makau (2016, p. 2) 
research ethics is about the participants being informed, voluntary consent, able to 
withdraw at any time without any sanctions, protected from any harm (physical or 
physiological).The researcher views ethics as “fairness, openness to the intent, 
procedure and results and is about participants being guaranteed  confidentiality, 
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anonymity, right not to participate or withdraw at any time during the research, right to 
request information and not divulge sensitive information that might bring discomfort 
or sanction from their employer. Oliver (2010, p. 77) explains that the research 
cornerstone is anonymity, therefore, to protect the identity of the participants, 
pseudonyms were utilised.  
Some questions in this research might bring discomfort to the school leaders, teachers 
and the principals. This could be sensitive information contained in the documents that 
might be required to substantiate and corroborate their information. Therefore, proper 
explicit explanations were given to the participants to explain the need and the 
contribution of this study to the development of teacher capacity development leading 
to teacher leadership. Moreover, the participants were given time to decide whether 
to participate or not. Oliver (2010, p. 81) suggests that confidentiality goes with privacy. 
Therefore, personal details and information may not be circulated to others. It was also 
the obligation of the researcher not to disclose the information or identity those 
involved to any third party or people who are not involved in the research. The 
participants were informed of the persons who will have access to and be allowed to 
scrutinise the data. 
For the research to be conducted in an ethical and professional manner, ethical 
clearance was obtained from the University of Johannesburg’s, Ethics Committee and 
the Gauteng Department of Education. Ethical clearance provides guidance on 
conducting an ethical investigation. To protect the rights, dignity, privacy and 
confidentiality of the participants, written consent was sought and granted. 
 
1.12 CLARIFICATION OF CONCEPTS 
1.12.1  CAPACITY BULIDING 
Capacity building is a process whereby an organization plans long-term 
developmental goals (Qualman & Morgan, 1996). Capacity building and training 
programs are essential for any development and success of an organization (Stoll, 
2009). For an organization to reform and develop, emphasis is placed on the 
members’ capacities and commitment to the organization (Bush, 2007). Principals as 
leaders and school managers are responsible for preparing and building leadership 
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capacity for all teachers in a school (Ackerman & Mackenzie, 2006). Leadership 
capacity building is a process whereby teachers are adequately prepared for school 
leadership positions and responsibilities. These responsibilities include budgeting, 
allocating school resources, decision making, mentoring, planning, conducting staff 
development and developing school policies (Nielsen, 2001). 
 That is why capacity building should be internally driven and be driven by principals 
as school leaders (Wafa, 2015). Barkley, Bottom, Clarck, and Feagin (2004) argue 
that teachers need to be more involved in decision making of the school and other 
school leadership activities since this brings changes in a school and builds leadership 
capacity. 
1.12.2  TEACHER LEADERSHIP  
Teacher leadership is not a new concept. Traditionally teachers are classroom leaders 
and managers where they exercise a high level of independency in making 
instructional decisions and initiating activities in their classrooms but this 
independency in many schools is limited to the classroom. Teacher leadership for the 
entire school is the responsibility of the appointed school leaders (Lai & Cheung, 
2015). These authors describe teacher leadership as the ability of teachers, 
individually or collectively, to influence the internal environment (learners, teachers, 
principals) or the external environment (members of the community and other stake 
holders) in the improvement of the school and learner achievement.  
Teacher leadership can be formal and informal. Formal teacher leadership gains its 
legitimacy through formal appointments (e.g. head of the department, a programme, 
committee), whereas informal teacher leadership gains its legitimacy through 
influence and expertise while they are not officially appointed (Lai & Cheung, 2015). 
Formal teacher leaders operate on assigned, planned individual activities that are 
predominantly administrative and managerial whereas an informal teacher leader 
operates predominantly on collaboration and tries to cover the gaps that might exist 
where no person is assigned to carry a certain duty or responsibility. Informal teacher 
leaders take self-directives and initiatives without being given direction or order by 
others. Leadership qualities like skills, knowledge, decisiveness, assertiveness does 
not come with the office, but these qualities are shaped and moulded over time (Jones, 
2007, p. 18). 
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1.13  EXPOSITION OF CHAPTERS 
The research study exposition is as follows: 
1.13.1  CHAPTER ONE  
 This chapter contained the introduction and overview of the study. It entailed an 
introduction to the study, context of the study, statement of the problem, research 
questions, aims of the study, objectives of the study, research design and 
methodology, sampling, data collection and data analysis procedures, trustworthiness, 
clarification of concepts and ethical considerations. 
1.13.2  CHAPTER TWO  
This chapter examines the literature on leadership capacity development, provides the 
theoretical framework underpinning the study. Other constructs discussed in this 
chapter are: leadership capacity building conceptualization in education, teacher 
leadership capacity, shared leadership, corroboration learning communities, 
mentoring and schools as learning communities. 
1.13.3  CHAPTER THREE  
This chapter provides details on the research design and methodology, sampling 
method and sample, data collection and analysis. 
1.13.4  CHAPTER FOUR  
This chapter entails analysis of raw data that was obtained through interviews and 
documents analysis. Methods of verification and validation of data that were used to 
analyse data and interpret findings are discussed. 
1.13.5  CHAPTER FIVE  
This chapter concludes the study, reporting on the implications of this research 
findings for the study, offers recommendations and also focusses on the implications 
for educational practitioners, school principals, teachers and policy makers. 
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1.14 SIGNIFICANCE OF THE STUDY  
  
This study is intended to contribute to the existing body of knowledge on leadership 
capacity development of teachers. Attempts can be made to share other good 
practices and models that are used in some schools to develop leadership capacity of 
PL1 teachers. A further investigation into this phenomenon could consolidate these 
models into one practicable model that may be used to develop teacher’s leadership 
capacity nationwide. The recommendations of this study may be used in schools with 
similar context or schools that do not have any leadership capacity development 
program. 
 
1.15 LIMITATIONS OF THE STUDY 
This study was conducted in two schools in Gauteng East District, it was impossible 
for this study to be investigated in all the schools in Gauteng East, due to time 
constraints and budgetary limitations. The findings of this study are specific to the two 
schools which were the sites where the research was conducted. The 
recommendations of this study may be used in schools with similar context or schools 
that do not have any leadership capacity development program in place. Since the 
focus of this study was two schools, this study was unable to investigate other 
leadership capacity development programs that may exist in other schools in Gauteng 
East or in other school districts. 
 
1.16   CONCLUSION. 
This chapter introduced the study and provided an overview. The aim of the study was 
formulated, and the objectives were clearly set out. The methodology and the design 
of the study were outlined. The methods of data collection and analysis were briefly 
described. Issues relating to validity, reliability and trustworthiness and ethical 
consideration were also discussed.         
The discussion in chapter one also highlighted that at some point in their career, Post 
Level one teachers will be appointed to leadership positions in schools and therefore 
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there is a need to create proficient teachers who will able to respond to the internal 
and external leadership challenges of the school. Competent school leaders may be 
created by providing appropriate leadership capacity development for Post Level one 
teachers.  
The next chapter, chapter two provides an exposition of literature pertinent to this 
study. 
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CHAPTER TWO LITERATURE REVIEW    
 
2.1 INTRODUCTION 
The previous chapter provided a background and an overview of this study. This 
chapter will present literature underpinning this investigation which focusses on 
leadership capacity building of Post Level one teachers. Leadership capacity 
development has been pronounced as essential by many scholars and a crucial 
aspect of school development and progression (Gibson, 2018, p. 93). He argues that 
if leadership is important for the success of the school then preparation for school 
leadership is equally important. Leadership capacity building is also associated with 
succession planning & co-leadership (Bush, Kiggundu, & Moorosi, 2011). Hamilton, 
Forde and McMahon (2018, p. 72) concur that transition planning should be part of 
school leadership capacity building program. The authors also suggest teacher’s 
willingness to participate in leadership roles and activities is a positive sign that the 
ground to build leadership capacity is fertile and that it should be an “alarm” to school 
leaders. They further claim that there is considerable global political drive to build 
teacher’s leadership capacity across the education system to improve learner 
achievements. They suggest that teachers’ leadership roles are linked with systems 
improvement and learner achievement. Cliffe, Fuller, and Moorosi (2018, p. 85) 
suggest that teacher leadership capacity building can occur in two ways: pre-service 
and in-service. They explain that pre- service leadership is for preparation where a 
deliberate action is taken by an individual to learn about leadership skills. In-service 
leadership development is for development where internal processes are put in place 
to build leadership capacity. They suggest that leadership development occurs both 
consciously and subconsciously through life and professional opportunities and 
experience. This chapter will give an in-depth literature review on teacher leadership 
capacity building. 
 
2.2 BACKGROUND TO THE STUDY 
Bush, Kiggundu, and Moorosi (2011) claim that many vacant leadership positions in a 
school which may be filled by an outsider are normally filled internally by a teacher 
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within a school. The position usually presents as an acting position and eventually 
becomes a permanent position. Some school leaders are appointed based on the 
good records they had as teachers with the assumption that they will be good school 
leaders. This also adds to the perception that some teachers and school leaders 
believe that basic teacher’s qualification and experience are enough for school 
leadership positions (Bush, Kiggundu, & Moorosi, 2011, p. 31). Nielson (2001) adds 
that many school leaders or managers begin their school leadership careers without 
any formal leadership qualification or having attended any formal internal training 
programs. In 2004, the Department of Education (DoE, 2008) introduced the 
Advanced Certificate in Education (ACE) in school leadership and the programme was 
piloted in six provinces. It was delivered by five Universities and Mathew Goniwe 
School of Leadership and Governance (MGSLG) in Gauteng province, through a 
common agreed framework with DoE and National Management and Leadership 
Committee (NMLC) to provide formal leadership training programs for school 
principals (Bush, Kiggundu, & Moorosi, 2011, p. 32).The ACE  program in school 
leadership was open only to serving principals, deputy principals and aspiring 
principals from school management teams but not to PL1 teachers and the candidates 
were selected by provincial departments. The ACE programme underwent numerous 
evaluations, the final report of the External Research Evaluation of the ACE by Bush, 
Duku, Glover, Kiggundu, Kola, Msila,  Moorosi, Legong, Madimetja, Makatu, Maluleke, 
and Stander, (2012, p. ix) lists two important recommendations. The first is that the 
Department of Basic Education (DoBE) and the Committee for Education Ministers 
(CEM) consider whether and how to extend the ACE for the development of all school 
leaders, including deputy principals, and heads of departments. The second is that the 
DoBE and the CEM consider whether and how to make the ACE programme an entry 
level qualification for new principals. In addition, the final report by Bush et al., (2012, 
p. 74) offers strong evidence that the programme has contributed to levels of 
improvement in matric scores, beyond that achieved by other schools. It becomes 
clear that there two options that are available to build leadership in schools. Firstly, by 
identifying potential candidates and providing the necessary support and training and 
secondly by appointing candidates and providing them with necessary support, 
guidance and training. 
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Williams (2011, p.196) argues that South African teachers are not developed 
adequately for leadership. The above author states that workshops for leadership 
development are generally provided to school principals and the needs for teacher 
leadership capacity is neglected. The author asserts that these workshops are 
periodical, and their main focus is to teach principals about new policies that the 
department of education wants them to implement, this suggest that leadership 
development is neglected. The author argues further and claims there’s a mistaken 
assumption that after the principals have attended these workshops, they will transfer 
their newly acquired knowledge and skills to the entire staff. The author contends that 
these workshops are not intended to empower principals to become self-fulfilling and 
self-sustaining leaders but perpetuate hierarchy of dependence. The author suggests 
that to provide teachers with adequate leadership capacity, all teachers must have 
access to leadership development programs and alternative modes of group, team 
and whole school leadership capacity development programs should be adopted. 
Msila (2012) suggest that teacher’s leadership development should be nurtured and 
supported. He asserts that mentoring and coaching is the best way to develop and 
support teacher leadership capacity, since mentoring is about professional 
development and career advancement. Additionally, Msila (2012) asserts that it is the 
responsibility of principals to create learning organizations and distribute 
responsibilities so that teachers continuously learn and develop. The author argues 
that mentoring is the vehicle for creating learning organization. 
2.3 LEADERSHIP CAPACITY BUILDING INTERVENTIONS  
Processes and structures are good to be in place for management and leadership. 
However, processes and structures do not bring about changes, but people bring 
changes in an organization or a school, that is why it is important to develop teacher’s 
leadership capacity (Lai & Cheung, 2015). Towards realizing this goal, the Department 
of Education (DoE) in partnership with South African Universities and Mathew Goniwe 
School of leadership and Governance (MGSLG) in the Gauteng province was 
mandated to develop teachers’ leadership capacity. The Advanced Certificate in 
Education (ACE) in leadership and management was proven to be inadequate and a 
recommendation was made that it should be redesigned as postgraduate diploma or 
a series of in-service training programs (Sullivan, 2013). Bush, Kiggundu, and Moorosi 
(2011, p. 41) echoed the same sentiment that ACE programs should be “redesigned”. 
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According to Sullivan (2013) effective leadership is associated with high learner 
achievement and whole school improvement. Sullivan (2013) also suggests that 
leadership is a team effort where ideas and responsibilities are shared, roles are 
rotated, and leadership is therefore in a state of constant transition. Action taken by 
the momentary leader requires approval from the followers and leadership is about 
improving the conditions of the school. Stoll (2009) advocates that authority to lead 
must not rest in one person but should be distributed among the teachers in a school. 
Another government intervention was the introduction of the Integrated Strategic 
Planning Framework for Teacher Education and Development in South Africa 
(ISPFTEDSA) (2011-2025) that was established by Department of Basic Education 
(DoBE) and Department of Higher Education and Training (DHET) in 5 April 2011. It 
identified that teacher leadership development in South Africa is badly coordinated, at 
times poor, burdensome, and in some instances non-existent. It also singled out 
Integrated Quality Management System (IQMS) as a tool for leadership capacity 
building as time consuming, bureaucratic, consisting of too much paperwork and not 
serving its purpose as the standard performance scores were inflated and not 
reflecting the reality in the classroom or the school. It emphasized that neither the 
Provincial Education Departments (PED) nor the teachers had capacity to implement 
IQMS or benefit from it and declared that teacher development should be delinked 
from IQMS. This was in line with the Declaration of the Teacher Development Summit 
of 2009, (ELRC, 2009) which also declared that teacher development should be 
delinked from teacher appraisal such as IQMS which is for remuneration and salary 
progression (DHET, 2011, p. 13). 
DHET (2011) reiterated the Declaration of Teacher Development Summit of (2009) 
that to promote teacher leadership capacity, leadership development should be 
localized, and the schools should be the center of if it. The principal should coordinate 
and facilitate the leadership capacity building programs with the collaboration, 
cooperation, partnership and networking of all the stake holders, role players, district 
and PED. It also added that schools should be properly empowered with adequate 
policy, monitoring, funding and quality assurance. 
Other recommendations made by DHET (2011) were that institutions of higher 
learning should be accessible to all practicing teachers to develop their capacity and 
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should partner with schools to develop capacity. Dedicated schools should be 
established to support teacher education and leadership capacity. Furthermore, 
professional development should be more localized and allow for participation of 
districts and PED. The paperwork and personnel that are required to develop teacher 
leadership capacity should be removed, teacher leadership development should be 
separated from appraisal, time for teachers to participate in professional learning 
communities should be formalized and scheduled, all principals, district leaders and 
PED officials that are involved in teacher leadership capacity should be supported 
Provincially and nationally to improve their competence. The school principals should 
be responsible for monitoring that teachers’ development is taking place, while 
teachers individually or collectively should identify areas of leadership capacity that 
needs to be developed. 
Sullivan (2013) argues that localized decisions making increases school autonomy, 
increased school autonomy requires new leadership skills, roles and responsibilities 
to adapt with changing times. (Stoll, 2009) argues that effective leadership is an 
important vehicle in high learner achievement. Sullivan (2013) suggests that teacher 
leadership development requires a set of developmental programs namely, pre-
service and in-service, formal and informal training programs that are specific in 
building knowledge, skills attitudes and values of leadership.  
 
2.4 CAPACITY BUILDING CONCEPTUALISATION IN EDUCATION 
Capacity building is a process whereby an organization plans long-term 
developmental goals (Qualman & Morgan, 1996). Lai (2014, p. 167) defines, “capacity 
building” as the creation of a bank of skills, knowledge, values, attitudes that an 
organization banks through its human capital and may utilize to respond to internal 
and external challenges. Capacity building is about the creation of a capable workforce 
that can deal adequately with a variety of school issues and changes that are inside 
and outside the classroom. These include but are not limited to social relations, school 
finance, organisational structures and physical resources. Capacity building and 
training programs are essential for development and success of any organization 
(Stoll, 2009). For an organization to reform and develop, emphasis is placed on the 
member’s capacities and   commitment to the organization (Bush, 2007). Principals as 
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leaders and school managers are responsible for putting in place programs that are 
preparing and building leadership capacity for all teachers (Ackerman & Mackenzie, 
2006).  That is why capacity building should be internally driven by principals as school 
leaders (Wafa, 2015). Barkley, Bottom, Clarck, and Feagin (2004) argue that teachers 
need to be more involved in decision making of the school and other school leadership 
activities since this brings changes and new attitudes in a school and also builds 
leadership capacity.  
Teachers have over many decades enjoyed the autonomy to make independent 
leadership decisions in classrooms. This has enabled them to develop some 
leadership skills, however these leadership skills are limited to classrooms and not to 
the entire school. Leadership capacity building goes beyond focusing on instructional 
improvement but focuses on the entire school and capabilities of teachers to lead 
programs that are outside the classroom which were previously reserved for formally 
appointed school managers or school leaders to bring about holistic change in a 
school (Stoll, 2009). 
According to Stoll (2009) leadership capacity building is essential for sustainable 
quality and equality education in a school. This author asserts that capacity is power, 
therefore leadership capacity building is about empowering teachers with leadership 
knowledge and skills that are required for the sustainability and the improvement of 
the entire school and beyond classroom instructions. Similarly, Fullan (2007) states 
that leadership capacity building is about creating and maintaining the necessary 
conditions, culture and structures, facilitating learning, providing skill-oriented 
experiences and opportunities, ensuring interrelationships and synergy between all 
component parts. Leadership capacity building is about catering for the needs of the 
present and the future for sustainable development of a school according to Lai and 
Cheung, (2015).  
Capacity building leaders are leaders who continuously promote leadership in others. 
Building leadership capacity involves tapping underutilised talent and allowing others 
to showcase their talent, share it and contribute meaningfully in a school. Leadership 
capacity building contributes to staff morale, career growth and retention (Stoll, 2009). 
Mitchell and Sackney (2001, p. 1) suggest that to build teacher leadership capacity 
three things should be addressed: personal capacity, interpersonal capacity and 
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organisational capacity. They define “personal capacity” as values, beliefs, attitudes, 
knowledge, assumptions and perception that teacher carries within the teaching 
profession. The above authors argue that these personal structures shape and 
constrain teacher’s perspective about education and leadership. These personal 
perspectives need to be challenged and deconstructed and reconstructed through 
formal and informal learning, facilitation, action research or any other form of teaching 
and learning that may lead an individual teacher adopting new practices, new 
assumption, new approaches, new understanding of teacher leadership and 
education. These authors define “interpersonal capacity” as group relations rather than 
individual and the centre of it is collegial relations and collective practice. They explain 
that relations are more important than information they determine on how problems 
are solved, and opportunities exploited. The construction of professional knowledge is 
not an individual effort but a collective effort where ideas are contested by the group, 
and building interpersonal capacity includes building a team of individuals who works 
together and learns from each other. Therefore, interpersonal capacity is about how 
people relate to each other. These authors explain further that “organizational 
capacity” begins with consciousness of organisational structures that can open doors 
for teachers to school management and break the wall between management and 
teachers or shut the doors between them and keep teachers away from school 
management.  
Traditional school structures have been characterized by separation of school 
management, teachers and learners; control of teachers by school management and 
the making of decisions by school management. School management has operated 
from a control function and teachers from a service function. School management has 
made decisions and teachers have implemented them. Furthermore, school 
management is responsible for evaluation of performance standards and appraisal. 
The above authors state that in building organisational capacity hierarchical structures 
are removed and power and authority are distributed throughout the school. School 
management facilitates functions rather than control. Performance appraisal is done 
for developmental purpose rather than evaluation. Leadership is distributed among the 
teachers in a school and teachers take leadership roles in different areas.  The above 
authors further state that organisational capacity is about breaking down the wall 
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between school management and teachers and building a system that focuses on the 
development of people. 
Alci, Balyer, and Karatas (2015) declare that leadership capacity building may also be 
done using the creation of collaborative environments that will encourage effective 
collaborative teams where teachers are grouped together. In these collaborative 
teams’ teachers receive opportunities to build leadership capacity as they are 
assigned in different leadership roles. These collaborative teams may include 
(fundraising team, entertainment team, school security team etc.). In these 
collaborative teams, leadership roles should be rotated to give all the members of the 
team an opportunity to lead. Leadership capacity building is also about building culture 
in a school where people of different backgrounds can learn together and learn from 
each other (Stoll, 2009). This author continues to explain that collaborative teams 
allow individual teachers to work and learn collaboratively with other teachers. This 
also includes a teacher learning management and leadership skills that are outside 
the classroom. This author notes that leaders who focus on human potential 
development create opportunity for the staff to experience fulfilment and job 
satisfaction  
Lai (2014, p. 165) suggests that leadership capacity building may be done through 
three approach models, namely, deficit approach, interactive growth approach and 
participatory approach. The author explains that the deficit approach model starts with 
the assumption that something is lacking, and it needs to be rectified. Principals as 
transformational leaders identify areas to be developed in teachers’ capabilities to 
carry leadership duties and put great emphasis on teachers to participate in 
professional development by encouraging them to take universities leadership 
courses to advance their professional knowledge and leadership skills. This kind of 
model favours individualistic development as opposed to collaborative development. 
The above author explains the second model of development as the interactive growth 
approach which puts emphasis on participation of teachers in learning communities. 
Interactive growth participation assumes that professional teacher development best 
occurs when teachers share ideas and interact with one another in their environment 
and emphasis is put on collaboration. The above author explains participatory growth 
as an approach that is about teachers taking an active part in decision making and 
leadership activities and initiatives in their learning communities or schools. 
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Participatory growth allows for change in organisational authority and promotes 
teachers to make independent decisions and emphases is put on shared leadership. 
Naicker and Mestry (2016, p. 3) suggest that leadership capacity building may occur 
through three ways namely, job-embedded learning, organizational embedded 
learning and system embedded learning. They explain job-embedded learning as 
learning that occurs in a school environment where teachers can learn in a job situation 
and are able to draw from previous and current experiences. Current experiences are 
drawn from current leadership roles that are assigned to them and receive critical skills 
in solving problems. They go further to explain organizational embedded learning as 
learning that the whole school as an organisation engages in to develop leadership 
capacity for the entire school staff. These authors explain system embedded learning 
as learning that the school collaborates with districts and other school cluster to build 
leadership capacity. 
The above discussion draws attention to several forms of leadership capacity building 
namely, individual or personal leadership capacity building, organisational learning to 
build leadership capacity, collaboration learning that focuses on building leadership 
capacity, and participatory learning and situated learning. 
The researcher provides a diagrammatic representation of his view of teachers’ 
leadership capacity development. 
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Figure 2.1 Teacher Leadership Capacity Building 
Source: Researcher’s own construction   
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2.5 DEFINITION OF LEADERSHIP   
Many studies have been conducted with a view to define leadership, but there is still 
no “precise” definition or any consensus on how to best define the term, leadership, 
yet there are thousands of definitions (Jones, 2007, p. 14). Shonubi (2012, p. 21) 
defines leadership as, “the abilities of a leader to influence a person or group to do 
things, that you want to be done without force or cohesion”, and under normal 
circumstances the person or group would have not done so.  
Leithwood, Patten, and Jantzi (2010) define leadership by defining the duties of a 
leader as someone who sets directions (creates an inspiring vision for the 
organisation, motivates and inspires people), develops people (provides individual 
support, coaching) and redesigns the organisation (building teamwork, healthy 
relationships with all stake holders). However, Aviolo and Bass (1998) define 
leadership by defining the traits  of leadership such as charisma (the extent to which 
the principal influences others by modelling high expectations; quality, trust, honesty 
and mutual respect), intelligence (the extent to which a principal motivates creativity 
and innovation), tolerance (the extent to which the principal understands the needs of 
each teacher thus providing mentoring, coaching, guidance as developmental tools 
for individual teachers) and decisiveness (the extent to which a principal is able to 
make tough decisions when necessary). 
Sullivan, (2013) defines leadership by defining the process of leadership as a 
momentary process that requires the approval, support and cooperation of the 
followers. Without the cooperation of the followers’, leadership may not exist and at 
any given moment anyone in an organization or school may lead when leadership is 
a team effort and is shared. 
Shonubi (2012, p. 21) also defines the characteristic of a leader as someone who 
knows the way, who goes the way and who shows the way. While Mandela (1994) 
defines a good leader as someone who is like a good Sheppard who leads his flock 
from the back. In this type of leadership, leadership is provided from behind. This style 
of leadership puts emphasis on a leader as provider of guidance and this is consistent 
with distributive leadership where leadership is distributed. 
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2.6 THEORETICAL FRAMEWORK UNDERPINNING THIS STUDY 
Transformational and distributive leadership theories are selected for this study as 
Leithwood and Jantzi (1999) describe the role of the principal as the development of 
people: giving teachers individual support, stimulating intellectual capacity and 
demonstrating important values and practices. This role also extends to leadership 
capacity development.  
They also suggest that capacity building is achievable in distributed leadership where 
administrative and leadership responsibilities are shared and dispersed in a 
democratic manner. Therefore, this study will employ transformational and distributive 
leadership theories, to understand the role of the principal in building capacity for 
leadership positions for PL1 teachers. 
 
2.6.1 Transformational leadership 
A transformational leader is a leader who distributes leadership responsibility in a 
democratic manner and motivates and inspires subordinates (Leithwood & Jantzi 
,1999). Transformational leadership is also associated with effective leadership. 
Effective leadership is closely related to school improvement and high learner 
achievement, but this cannot be done by a principal alone. It requires the support of 
the staff and the school, that is why leadership building capacity is required so that the 
entire staff can execute leadership functions, roles and responsibilities (Nielson, 
2001). 
A transformational leader in a school setting is a leader who responds to the demands 
of a school with the aim of leading and managing the school in harmony and optimally. 
This is done through meeting the demands of a school; the focus is on the school as 
an organization. Processes are put in place for teachers to understand the school 
culture, structures, vision and mission. The leader develops people, and this includes 
building people’s leadership capacity, redesigning the school structures and managing 
the instructional program (Leithwood & Jantzi, 1999). The leadership values are 
freedom, democracy, social justice and equality. The leadership’s main objective is 
organizational change and productivity. The leadership’s main role is to develop aims, 
objectives, direction and goals of the school (Shields, 2010). Other scholars describe 
transformational leaders as leaders who motivate teachers to do more than is 
expected (Jung & Sosik, 2002, p. 314); collaborate with teachers in achieving goals 
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that are set by the school (Antonakis, Avolio & Sivasubramaniam, 2003, p. 264); and 
lead teachers beyond boundaries and self-interest (Bass, 1999, p. 11); are exemplars 
of honesty, trustworthiness, fairness and passionate about their jobs (Pierce & 
Newstrom, 2003).  
Leithwood, Jantzi, and Fernandez (1994, p. 71) describe transformational leadership 
as having eight dimensions: 
1. Creating a vision: discovering new opportunities for the school and developing 
them as a vision for the school, motivate, sell the vision to other teachers to 
adopt it as a future vision for the school. 
2. Encourages the mutual acceptance of school team goals: this promotes 
teamwork among the teachers. 
3. Gives each teacher necessary support: this creates mutual respect and trust. 
4. Promotes intellectual dialogues: encourages staff to think and rethink about 
their work and how it can be improved. 
5. Leads by example: provide an appropriate model to the teacher in how things 
are done. 
6. Sets high standards: standards are set high to achieve high excellence and 
quality. 
7. Creates school culture: creates shared norms, beliefs, value and attitudes 
among teachers. 
8. Promotes mutual decision-making: teachers are encouraged to participate in 
making decisions that affect them. 
Leithwood, Harris, and Hopkins. (2008, p. 30) redefine the definition of 
transformational leadership into four broad groups: 
1. Building vision & setting directions: this incorporates developing a shared 
vision, developing mutual acceptance of goals and priorities, creating a culture 
of high expectations, performance and quality. 
2. Understanding and developing people: giving teachers individual support, 
stimulating intellectual development and demonstrating important values and 
practices. 
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3. Redesigning the organisation: incorporates developing teamwork culture, 
mutual decision-making processes and establishing healthy relationships with 
parents, teachers and the wider community. 
4. Managing the teaching and learning programme: create the safe and productive 
environment for teachers by promoting organisational stability. This include 
monitoring and providing support to teachers. 
Bass (1999, p. 11) alludes to transformational leadership belonging to four categories: 
(1) inspirational motivation, (2) individualized support, (3) idealized 
influence(charisma) and (4). intellectual stimulation. This is how the author explains 
the four categories of transformational leadership: 
 1.Inspirational motivation: The extent to which the principal stimulates the teachers 
with a concrete vision of the future of the school. 
 2.Individualized support: The extent to which the principal understands the needs of 
each teacher, thus providing mentoring, coaching and guidance as developmental 
tools for individual teachers. 
3.Idealized influence (charisma): The extent to which the principal influences others 
by modelling, high expectations, quality, trust, honesty and mutual respect. 
4.Intellectual stimulation: The extent to which a principal motivates creativity and 
innovative thinking, developing an environment of creativity where old ways are 
challenged and replaced when necessary. 
Smyth and Shacklock, (1998) argue that transformational leaders have also a 
disciplinarian role to play, this include taking appropriate actions in discouraging 
undesirable behaviours that do not promote the school discourse or commitment to 
high performance, quality, excellence, collaboration, healthy relationships, shared 
vision and observing and respecting school values and practices. Leithwood and 
Jantzi (1999) claim that transformative leaders are charismatic leaders who exercise 
power in a socially positive and acceptable manner. They create trust in teachers in 
ways that teachers themselves can overcome obstacles that hinder shared vision 
collaborative work, high expectations and high quality. Teachers regard transformative 
leaders as exemplary leaders and are highly respected. Transformational leadership 
creates high performance in schools (Mitchell & Tucker, 1992) and for a school to be 
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high performing, Bush (2007) reasons that a transformational leader needs to develop 
appropriate human, financial and physical resources. 
The critics of transformational leadership style point out that its shortcoming is that it 
provides an imbalanced approach to school leadership because its main focal point is 
processes that the leader utilises to influence the outcomes of the school and little or 
no attention is paid to nature of those outcomes (Bush, 2007). Also, that the 
transformational leader in a school is the one who has the responsibility to set 
direction, create vision, give individual support, be a role model, create a school culture 
and demonstrate high expectations (Leithwood & Jantzi, 1999) thus giving too much 
power to the principal and portraying the principal as a hero who has all the solutions 
to the school problems (Allix, 2000). Thus, power may lead to control and autocracy 
which is not the intended direction of transformational leadership, but which may be 
accepted by a principal but not the teachers (Chirichello, 1999). Transformational 
leadership’s focal point is on teachers’ relationship with the principal and the work they 
do which is teaching and learning and there is little or no evidence of attention that is 
paid to learners’ academic achievement or learners’ relationship with the principal 
(McCleskey, 2014). Ross and Gray, (2006) concur that transformational leadership 
has a direct influence on teacher’s effectiveness and the school environment but no 
direct influence on learners’ achievements. 
2.6.2 Distributive Leadership 
“Distributive leadership is not something that is ‘done’ by individual ‘to’ others, or a set 
of individual actions to which people contribute to a group or organization” … “[it] is a 
group activity that works through and within relationships, rather than individual action” 
(Bennet, Harvey, Wise & Woods, 2003, p. 3). Diamond & Spillane, (2016, p. 148) 
describe distributive leadership as people leading or the context in which leadership 
occurs but it’s about leadership practice which is imbedded in interactions between 
leaders, followers and their situation. Leadership is momentary, as anyone can move 
in and out of leadership regardless of position. Therefore, focus is on interactions and 
situations but not on individual actions. These authors explain that situations include 
material, organizational structures and cultures as the core variables that shape 
interactions. They argue that in distributed leadership: leadership is stretched over 
people and thus builds leadership capacity. Distributive leadership is about how 
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leadership is distributed (Diamond, Halverson & Spillane, 2004). These authors 
identify three types of leadership distribution: collaborated, collective and coordinated. 
They explain that collaborated distribution takes place when two or more individuals 
work together in the same time and place on a specific activity (e.g. school meeting). 
Collective distribution occurs when two or more individuals work separately but 
together (e.g.  teacher conducting peer evaluation). Coordinated distribution occurs 
when interdependent tasks are performed in a specific sequence (e.g. teacher 
moderating another teacher’s work). They further explain leadership activities in the 
figure below on how it is constituted in the interaction of leaders, followers and their 
situation in the execution of a specific leadership task. 
 
 
 
 
 
 
 
 
 
Figure 2.2: Constituting elements of leadership practice. 
Source: (Spillane, Halverson & Diamond, 2004, p. 11) 
Bennet, Harvey, Wise, and Woods (2003) define distributive leadership by identifying 
three elements: emergent property, openness of boundaries, leadership according to 
expertise. They explain that emergent property is collective leadership where the sum 
is greater than its parts. Leadership roles are distributed and not fixed, less 
hierarchical, allowing “top - bottom” and “bottom – top” flexibility. Openness of 
boundaries is where leadership practises are stretched and shared among the 
members of the organisation, thus opening boundaries and building leadership 
capacity. Leadership according to expertise is when individuals’ expertise is valued 
Situation  
Leader(s)  Follower(s) 
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and embraced. Those who have greater influence in school are encouraged and 
empowered to participate in leadership roles and by doing so transferring skills to 
others. 
However, the critics of distributive leadership argue that distributing tasks, 
responsibilities and duties do not guarantee that the school will be successful 
(Duignan, 2007). He argues further that distributive leadership cannot occur in a 
hierarchical organisation structure either “top to bottom” or “bottom to top” but it can 
occur where there’s mutual trust in sharing leadership practices. However, he 
concedes that distributive leadership promotes leadership capacity development in 
teachers. He suggests that education leaders should avoid treating subordinates as 
followers but rather treat them as leaders, thus building confidence, mutual respect 
and leadership capacity.  
 
2.7 FORMS OF LEADERSHIP 
2.7.1 Teacher leadership  
Teacher leadership is not a new concept. Traditionally teachers are classroom leaders 
and managers where they exercise a high level of independence in making 
instructional decisions and initiating activities in their classrooms. This independency 
in many schools is limited to classrooms, while leadership for the entire school is the 
responsibility of the appointed school leaders (Lai & Cheung, 2015). 
These authors describe teacher leadership as the ability of a teacher, individually or 
collectively, to influence the internal environment (learners, teachers, principals) or the 
external environment (members of the community and other stake holders) in the 
improvement of the school and learner achievement.  
Teacher leadership can be formal and informal. Formal teacher leadership gains its 
legitimacy through formal appointments (e.g. head of the department, a programme, 
a committee), whereas informal teacher leadership gains its legitimacy through 
influence and expertise while they are not officially appointed (Lai & Cheung, 2015). 
Formal teacher leaders operate on assigned, planned individual activities that are 
predominantly administrative and managerial whereas informal teacher leaders 
predominantly operate on collaboration and try to cover the gaps that might exist 
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where no person is assigned to carry a certain duty or responsibility. Informal teacher 
leaders take self-directives and initiatives without being given direction or order by 
others. Leadership qualities like skills, knowledge, decisiveness and assertiveness do 
not come with the office, but these qualities are shaped and moulded over time and 
period (Jones, 2007, p. 18). 
Teacher leadership is transformational in nature. Its primary aim is to create an 
environment where all the organs and the systems of the school are functioning 
optimally and effectively whereas transactional leadership is about rewarding those 
who perform and sanction those who do not perform. It also differs with transformative 
leadership as transformative leadership focuses on social justice and how the school 
can bring changes to surrounding communities (Shield, 2010). Bush (2014, p. 443) 
describes transformational leadership as the leadership that is centred around the 
influence that organisational leaders exert on the followers to achieve organisational 
goals. Transformational leaders motivate and inspire teachers to be committed to 
organizational goals.  
Teacher leadership is not about decentralization of authority and decision making but 
it is about increasing the teacher’s access to information and resources and thereby 
increasing their expertise (Greenlee, 2007, p. 47) 
2.7.2 Shared leadership 
Shared leadership is about sharing the lead and the load where the success of the 
school is dependent on the collective efforts of all those who are involved rather than 
the single heroic effort of an individual. The principal shares leadership by giving other 
teachers some school leadership roles in other spheres of school governance and 
encourages all the teachers to participate in the making of important decisions of the 
school (Slater, 2008, p. 55). This author explains that in shared leadership the principal 
is a facilitator of decision making, a sharer of authority and a provider of information. 
Shared decision making provides teachers with an opportunity to build leadership 
capacity as they own the decisions that are taken, and ownership of decisions 
increases the quality of that decision (Jones, 2007). Slater (2008, p. 55) argues that 
normally people have a natural desire to contribute meaningfully in their surrounding 
environment. Motivating or creating an environment where teachers may contribute 
meaningfully in decision making or sharing leadership responsibilities builds 
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leadership capacity as it taps into untouched talents of individuals. Lai (2014, p. 73) 
defines shared leadership as the development of teacher leadership capacity by 
creating growth opportunities and learning opportunities.  
 
In schools, teachers are agents of change as they are the ones who implement 
changes. Fullan (2007) argues that teachers should be empowered with leadership 
skills to be able to manage change, lead change and implement change. Slater (2008, 
p. 55) suggests that teacher leadership capacity is built when teachers are given a 
prerogative to choose which team or committee, they want to participate in. Creativity 
is unleashed as they participate in activities that are personal to them or passionate 
about. In this way they learn to take responsibility, take risks and initiatives.  
Shared leadership requires the principal to give up some positional power while 
helping others to be empowered and building leadership capacity (Slater, 2008, p. 60). 
However, the above author cautions that some principals may not be comfortable in 
relinquishing their positional power. 
A transformational leader supports, creates a collaborative environment and natures 
the empowerment and capacity of individual teachers in a school (Slater, 2008, p. 52). 
Empowerment involves sharing of power and authority by the principal with the 
teachers in the school (Lai, 2014, p. 175). Building leadership capacity requires 
commitment from the principals to share leadership with other teachers. Slater (2008) 
suggests that school improvement, sustainability and high learner achievement is not 
dependent on one individual, the principal but depends on shared responsibility and 
leadership between the staff and principal. High learner achievement and whole 
school improvement do not only depend on individual teacher competence and 
attitudes but the entire staff, therefore collective output is greater than the individual 
output. Therefore, commitment to shared leadership by a school principal or school 
leader yields greater results (Alci, Balyer & Karatas, 2015). 
Shared leadership depends on the values of collaboration, that is, mutual respect, 
trust, interdependency and the expertise of the others (Slater, 2008, p. 52). When 
leaders recognise and nature the leadership capacity, they provide a supporting, 
collaborative environment where teachers may learn leadership skills from each other 
in a protected professional environment. 
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Jones (2007, p. 20) cautions that when shared leadership is not practiced properly it 
provides teachers with a false sense of power while the true power and authority lies 
with the principal or district offices. Alci, Balyer, and Karatas (2015) suggest that 
shared leadership is the redistribution of power and the extent to which the principal 
involves the teachers in the development of policies and decision making processes 
(Marzano, McNulty, & Waters, 2005) argue that it is the responsibility of the principal 
as the leader of the school  to provide opportunities to the staff,  opportunities to be 
involved in school policy making; opportunities to contribute in school decision making 
and  participation of  leadership teams and decision making. 
 
2.8 COLLABORATION AND LEARNING COMMUNITIES  
 
Senge (1990) suggests that a school is a learning organisation where both teachers 
and learners continuously learn. Learning leads to change in understanding and 
change in understanding leads to innovation and improvement of existing standards. 
Teachers learn better in collaborative learning communities (Hsiao, Chang, Chen, 
2014, p. 464). The school that recognises itself as a professional learning community 
encourages its staff to participate in ongoing study to constantly improve their practice 
that characterise their commitment to the organisation (Alci, Balyer& Karatas, 2015). 
In a school context organisational learning is regarded as learning communities and 
its primary goal is to bring new knowledge to the organisation and improve the existing 
standards (Hsiao, Chang, Chen, 2014, p. 464). Mitchell and Sackney (2001) argue 
that a learning organization is about people learning and studying to support 
organisational goals where emphasis is put on efficiency, effectiveness, growth, 
productivity. The organisational goals are set by the gatekeepers of the organisation 
and the primary aim of a learning organisation is about growth of the organization. 
Learning communities are there for development and growth. Steyn (2016) adds that 
professional learning communities are about teachers learning, working together, 
sharing a vision and goals, choosing their destiny, making necessary adjustments to 
accomplish their goals and developing professionally. Teachers become actively good 
learners in the environment they lead and that increases their leadership capacity and 
the principals extend their own capacity when teachers lead (Jones, 2007, p. 10). 
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Steyn (2016) asserts that a professional learning community is about sharing good 
practices and learning from others in a collaborative and growth enhancing 
environment. Principals have a great influence on teachers when they work together, 
and teachers gain a lot of insight and understanding of leadership. Also, the 
collaboration of a principal with teachers validates the practice of a teacher and 
strengthens the weakness of the teacher by the guidance, support and 
encouragement that the principal and other teachers provide, thus building teacher 
leadership capacity. 
 
A transformational leader creates a positive social environment and invites teachers 
to participate in the creation of something that is mutually benefiting through the 
professional learning community (Steyn, 2016). Similarly, Stoll (2009) adds that the 
principal as a transformational leader creates a professional learning community by 
creating an environment that will encourage mutual respect, collaboration, cooperation 
and personal growth which cannot be achieved individually but collectively, thus 
building leadership capacity. Similarly, Leonard and Leonard (2001) suggest that a 
professional collaboration learning community is conceived when teachers and 
administrators work together, share ideas, skills, knowledge, learn together and 
develop plans together to achieve organisational goals. Alci, Balyer, and Karatas 
(2015) suggest that in professional learning communities the principal becomes the 
head teacher and the head learner and when this role is changed the wall between 
management and the staff is broken and management and staff become core learners 
and learn from each other and leadership capacity is built in teachers. These authors 
further argue that traditional teacher leadership and administrative leadership roles 
work in parallel but in collaboration professional learning communities they learn each 
other’s role and build each other’s leadership capacity. 
 
Stoll (2009, p. 13) cautions that if collaborative learning communities are not 
monitored, they are vulnerable to becoming mediocre communities and talk shops 
where people gather to socialise and suggests that experts must be involved in 
collaboration learning communities. Jones (2007, p. 3) cautions that some teacher 
leadership roles have been labelled as representational roles because they are made 
up of the few select individuals that represent a grade, programme, departmental 
chairs, team leaders and curriculum developers that are made to share information 
34 
 
with the school management and have a little or no effect in the entire school as the 
decisions that are taken in these committees are made by a few elites. 
 
2. 8.1 Mentoring 
A transformational leader develops people through coaching, mentoring, inspiration, 
role modelling and individual attention (Leithwood, Patten & Jantzi, 2010). Mentoring 
is a process whereby a senior member in an organisation (Mentor) assist with the 
career development of a junior member (Mentee)in an organisation (Ghosh, 2013, p. 
148). Additionally, the "mentor" usually assists with both career and psychosocial 
support (Thomas & Kram, 1988). Therefore, it is assumed that mentoring is one of the 
many responsibilities that the principal performs in a school to build a teacher’s 
leadership capacity. 
 
Kram and Isabella (1985, p. 111) claim that mentoring has two functions: i) career 
development function (coaching, sponsorship, facilitating platforms for development 
and exposure, visibility and providing challenging work and protection) and ii) 
psychosocial functions (acceptance and approval, counselling, role modelling and 
friendship). These functions are essential for leadership capacity building as they help 
the novice teacher in upward mobility in an organisation. Gosh (2013) adds that 
individual attention is necessary as individuals have different developmental needs. 
 
Higgins and Kram (2001, p. 1) argue that mentoring occurs best when the mentee has 
a developmental network and a multiple of people or organisations that assist in the 
development of leadership capacity of the mentee. Different types of development 
bring different parts together and the whole is greater than single parts and the 
success of mentoring is embedded in the amount of support that a mentee receives 
from the developmental network. They further argue that traditional mentoring was 
singular, organizational and hierarchal where a senior member (Mentor) in an 
organisation takes a keen interest in development and support of the junior member 
(Mentee). This approach to mentoring is not sustainable as organisations change and 
one individual can no longer be the sole provider of professional and personal 
development in the organisation. In addition, technology provides other supporting or 
alternative career and personal developmental opportunities. Finally, the change in 
organisational hierarchical structure has an impact on the developmental source and 
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the mentee therefore can no longer rely solely on the intra-organisation for personal 
and professional development but needs to have other sources of personal and 
professional development. Higgins and Kram (2001) suggest that developmental 
network adds to traditional mentoring approach by providing more support to the 
development of leadership capacity of the mentee. 
 
2.9 APPROACHES TO CAPACITY BULIDING 
 
2.9.1 Schools as Learning organizations 
Senge (2003) states that building leadership capacity in any organisation is dependent 
on the ability of an organisation to learn and the organisation that learns is the learning 
organisation. However, individuals who learn in the organisation do not constitute a 
learning organisation, but a learning organisation is a collective of individuals in an 
organisation that engages in team learning and the processes within a learning 
organisation is made up of five approaches/elements and these are personal mastery, 
shared vision, team learning, mental models and system thinking. 
 
2.9.1.1   Personal mastery  
Building personal leadership capacity requires personal and professional mastery 
(Mitchell & Sackney, 2001). Mastery is often used as the main level of proficiency. 
Personal mastery is the development of a personal clear vision, directing all energies 
to that vision and strengthening deep understanding of that vision. Developing 
patience and viewing reality objectively and the commitment of the organisation to 
learning and building leadership capacity are not greater than the individuals’ 
commitment (Senge, 2006, p. 7). Furthermore, Feldman (2013, p. 22) explains 
personal mastery as continuous commitment of individuals or teams to developing 
themselves and their practice. 
 
2.9.1.2 Shared vision 
A transformational leader creates a shared vision to build teachers’ leadership 
capacity (Leithwood, Harris, & Hopkins, 2008). Building vision is the capacity to create 
a shared picture of the future that an organisation intends to create, and the success 
of any organisation is largely dependent on shared gaols, vision and mission (Senge, 
2006). Feldman (2013, p. 22) states that shared vision is about members of the school 
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creating future goals and values of the school. Shared vision begins with teachers 
sharing their personal vision about the school with other teachers of the school with 
the aim of creating a common vision that is mutually acceptable to all the teachers in 
the school. Sharing vision creates trust and promotes greater commitment amongst 
teachers and commitment leads to compliance. The principal of the school builds 
teacher’s leadership capacity by inviting them to participate in creating the school 
mission and the vision. This builds leadership capacity in decision making skills and 
promotes greater commitment to the mission and the vision of the school. By contrast 
if the vision is created in isolation by the administrators it is likely to be more tolerated 
by teachers than committing into it (Feldman, 2013, p. 22). Shared vison binds 
members of the organisation together and promotes a sense of common identity, 
belonging and destiny which is important for the success of the organisation (Senge, 
2006). 
 
2.9.1.3 Team learning  
A team is not a group of people working in a school or school department but it’s a 
collective of individuals who have the same goals and vision, who work together to 
achieve the desired goals (Feldman, 2013, p. 23). Senge (2006, p. 218) states that 
team learning is about individuals learning together, sharing knowledge skills, ideas in 
a coordinated manner to achieve the desired goals. In team learning the team 
intelligence supersedes the individual intelligence, and when teams are learning they 
produce greater results than individual learning and the growth of leadership capacity 
of individuals is occurring more swiftly than it could have occurred otherwise. In team 
learning, teams are fundamental in learning and not individuals. Team learning begins 
with dialogue, members of an organisation share ideas and start the thinking together 
and engage in an honest dialogue. The discipline of dialogue is that learning teams 
are conscious about interactions that undermine and discourage team learning and if 
teams are unable to learn the organisation is unable to learn (Feldman, 2013). 
 
2.9.1.4 Mental models  
Mental models are about our perceptions, assumptions, beliefs of how we view the 
world and their influence on how we understand the world (Senge, 2006). Mental 
models increase our personal awareness and influence how we see things and act 
(Feldman, 2013, p. 22).  Mental models start with self-introspection that allows 
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individuals to bring out their internal picture of the world to robust scrutiny and 
participate in learning full dialogues that openly exposes individual ideas to others for 
influence or affirmation, rejection, correction and acceptance (Senge, 2006). The 
changing school environment, curriculum, policies and educational reforms require a 
different response and a change in approach. A change in approach is influenced by 
our mental models. Schools as learning organisations need to change their shared 
mental models and begin to invest in leadership building capacity programs that will 
enable schools to respond to the current or future needs of the school (Feldman, 
2013). 
 
2.9.1.5 Systems thinking 
Building leadership capacity requires system thinking where different parts of the 
whole that are interconnected are led by different people (Spillane, 2004). The concept 
“system thinking” is made of different interrelated parts of an organisation (Senge, 
2006). The different departments, phases, grades, levels, divisions, programs in the 
school are interconnected and make a system (Feldman, 2013). Low learner 
achievement in one subject creates low learner achievement in the whole grade and 
low achievement in the whole grade affects the whole school learner achievement 
(Feldman, 2013, p. 22). The school leaders blame the school grade teachers and the 
school grade teachers blame the subject teachers and the subject teachers blame the 
previous grade teachers. To solve this “blame game”, Senge (2006) suggests that 
system thinking is a solution where an effective school leader will establish platforms 
for dialogue where each teacher knows what is expected of him or her within the 
broader school system, and teachers may collaborate to achieve the broader school 
goals. 
 
 
2.10 CONCLUSION 
The above discussion clearly indicates that the success of any school depends on the 
leadership of that school. Good leadership results in a successful school and it’s 
unlikely that bad leadership may result in a successful school (Stoll, 2009). Leithwood 
and Jantzi (2008) describe the characteristic of a good leader as someone who can 
inspire, motivate and develop teachers. Teachers learn better in programs they lead 
and participation in decision making results in ownership of decisions taken and 
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increases the quality of the decisions (Slater, 2008). A good leader is a leader who 
develops people. Developing people includes developing people in leadership 
capacity. Leadership capacity is about the capability of a teacher to perform leadership 
functions like taking initiatives, budgeting, allocating resources, charring meetings, 
making decisions. Building leadership capacity extends the leadership of the principal 
to the teachers as they can perform the duties that traditionally were reserved for 
principals and thus is of mutual benefit.  
This chapter presented a review of literature that addresses this topic. The next 
chapter addresses the Research Methods and Design that were used in this 
investigation. 
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CHAPTER THREE   RESEARCH METHODOLOGY 
 
3.1     INTRODUCTION   
The previous chapter provided an in-depth account of literature on leadership and 
leadership capacity development. This chapter focuses on the research methods and 
design of this study. To understand the role that the principal plays in building 
leadership capacity for Post Level one teachers, the qualitative approach was 
selected. Ary, Jacobs, Sorensen, and Razavie (2010, p. 29) state that the main goal 
of qualitative research is to understand the data from participants’ views rather than a 
numeric analysis of data. The figure below provides a flow diagram of the Methodology 
Framework. 
 
Figure 3.1: Methodology Framework 
Source: Researchers’ own view of the research methodology. 
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3.2 RESEARCH PARADIGM 
A paradigm or world view is a “basic set of beliefs that guide action” (Creswell, 2007, 
p. 19). Furthermore, Creswell (2007, p. 19) explains that this set of beliefs are 
grounded in philosophical assumptions, that is, epistemology, ontology and research 
methods. (Thanh & Thanh, 2015, p. 24) define interpretivism as the research paradigm 
that is focused on interpreting the world as seen by others or as others put meaning 
to the world through their experiences, understanding and views rather than relying on 
numeric statistics. They further explain that interpretivism is inclusive in that it 
accommodates different or multiple views from the participants or multiple 
perspectives or versions of the truth. Moreover, an interpretivist believes that reality is 
socially constructed and that includes searching for different or multiple views. In 
agreement Creswell (2007, p. 19) also states that qualitative research allows multiple 
paradigms from participants and the strength of interpretivism is that different people 
with different views of the same phenomenon can express their views based on their 
experiences, thus allowing comprehensive or deep understanding of the situation or 
phenomenon. Dean, (2018, p. 3) concurs, interpretivists believe that reality is 
subjective, multiple and socially constructed and allows multiple methods, tools and 
techniques to gain in-depth understanding of the topic that is being studied. This 
multiple instrument allows the researcher to report the whole picture of what is being 
studied. To interpret data, multiple case study was selected for this study as different 
methods, tools, instruments and techniques allow in-depth understanding of the 
phenomenon that is being studied (Denzin & Lincoln, 2011). These authors further 
asserts that data cannot be separated from the context, both data and context allow 
interpretation, discovery or construction of new knowledge. They argue that different 
interpretations or views are more meaningful to different realities. 
Thanh and Thanh (2015, p. 25) further assert that interpretivism is favourable in 
qualitative research that employs case studies. It is imbedded on real life events as 
they are lived by the participants and one of its advantages is the ability to capture 
these meanings (Yin, 2016, p. 99). The main aim of qualitative enquiry is to understand 
and interpret the world of participants through their views and behaviour in their 
specific social context (Ary, Jacobs, Sorensen & Razavie, 2010, p. 420). Considering 
the above discussion this study selected the interpretivism paradigm with qualitative 
41 
 
methods to understand the role that a principal play in developing leadership capacity 
in Post Level one teachers in a school. 
 
3. 3  QUALITATIVE APPROACH 
Qualitative research is a small scale in-depth empirical inquiry that occurs in a natural 
setting where the phenomenon occurs and allows the researcher to collect “live data” 
(Ritchie & Spencer, 2002; Denzin & Lincoln, 2011). The main goal of qualitative 
research methods is to grasp phenomena from the views of participants in substantial 
and specific social grounds, thus it neglects the quantification of findings (Toloie-
Eshlaghy, Chitsaz, Karimian, & Charkhchi, 2011). Qualitative research allows a detail 
exploration of the phenomenon within its context using multiple sources of data, 
Multiple sources ensure that the phenomenon is explored not only through one lens 
but through variety of lenses. This allow multiple sides of the phenomenon to be 
revealed and understood (Baxter & Jack, 2008, p. 544). Lewis and  Ritchie (2003, p. 
3) define qualitative research as research that aims at providing in-depth interpreted 
understanding of the social world through the experiences, material circumstances, 
viewpoints and history of the participants. Methods of data gathering included in- depth 
individual interviews, document analysis, observations and checklists for biographical 
details of the participants.  
In agreement, Ary, Jacobs, Sorensen, and Razavie (2010, p. 29) describe qualitative 
research as the enquiry that tries to understand and interpret human and social 
behaviour as it occurs to the participant in a specific context. Human behaviour cannot 
be divorced from the social context as human behaviour is bound to a specific social 
context. In qualitative research situations are important because they influence 
behaviour. Equally so, perception also can influence behaviour (Research Methods in 
Education Handbook, 2001, p. 42). In qualitative study emphasis is on natural settings, 
attention to meaning, perception of the participants and the process in which the 
meaning is induced (Rupp, 2016). Qualitative investigation is concerned with life as it 
lived, things as they occur, situations as they are construed in everyday life 
(Broussard, 2006, p. 212). The researcher aims at discovering meanings that the 
participants attach to their behaviour, how they interpret situations and what are their 
perspectives on issues or processes (Snape, & Spencer, 2003, p. 3). 
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In this study qualitative method was selected because it intends to gain in- depth 
understanding of leadership capacity development of post level one teachers. The 
investigation seeks to gain insight into the processes of capacity development from 
the teacher’s and principal’s perspectives in a school. A school is the natural setting 
for teachers, where the development of teachers for leadership is occurring.  
 
3.4  RESEARCH DESIGN 
The research design is a case study. Lewis, Saunders and Thornhill (2009, p.145) 
define a case study as a contemporary enquiry of a specific phenomenon in its real-
life context utilising multiple source of evidence. Yin (2016) also describes case study 
as the investigation of the phenomenon where there are no clear single set of 
outcomes. A case study design is suitable when the researcher is trying to answer the 
questions of “how and why” and behaviour of those involved cannot be manipulated 
and the contextual conditions are relevant to the occurrence. This study is asking the 
question of “how” teachers are prepared for leadership in a school. The advantage of 
the case study is that it allows the researcher to gain rich insight and understanding of 
the phenomenon, context and processes (Baxter & Jack, 2008). Hsieh (2004) defines 
case study as a study of important players, important situations and important 
occurrences. The important players in this study are teachers and principals, the 
situation is the school and the occurrence is leadership development. For, Fletcher & 
Plakoyiannaki (2011, p. 5) case study is the study that is concerned with acquisition 
of profound understanding of intricate social and organisational processes. This study 
is seeking to understand the organisational process of the school in developing Post 
Level one teachers for leadership. The case study is exploratory. Exploratory study 
means to discover “what is happening”; seek new insight; pose questions and assess 
the occurrences in a new light. The advantage of exploratory study is that it is flexible 
and allows the direction of the research to change as new data appears and new 
insight is available (Lewis, Saunders & Thornhill, 2009, p. 139).  
This study is also seeking new insight on how teacher leadership development occurs. 
Yin (2016) suggests that an exploratory case study is suitable when there are no clear 
single set of outcomes in the situation that is being explored. This study has selected 
the exploratory case study since there is no clear understanding of how teachers are 
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developed for leadership. A multiple case study is where more than one case is 
studied. The cases in this study are two schools where, teachers who are in Post Level 
one and not in any leadership position, teachers who are on leadership acting 
positions and principals. In a multiple case study, the researcher can compare and 
draw differences and similarities in the cases (Baxter & Jack, 2008). Another 
advantage of multiple case study is that the researcher is able to analyse data within 
each situation and across situations (Yin, 2016). Using multiple case in this study, the 
researcher was able to analyse how teacher’s leadership capacity is developed within 
each school.  The researcher compared the similarities and the differences in the 
model of leadership capacity development of teachers between the two schools. Other 
advantages of engaging multiple case studies are that they create a more convincing 
argument when the suggestions are more intensely grounded in several empirical 
evidence (Gustafsson, 2017, p. 3). Baxter and Jack, (2008, p. 548) agree that multiple 
case study allows the researcher to analyse data within each context and across 
contexts and case studies that use many sources improve the credibility of data. The 
schools as cases are chosen because of the number of teachers who are acting in 
leadership positions and the study assumes that they are being prepared for 
leadership positions.  
 
3.5 SAMPLING  
A sample is a small part or small group of the entire population or environment that is 
being studied. The aim of the research was to secure five participants from each of 
the school, namely, principal and four PL1 teachers, totally ten participants. The 
chosen sample gave us good, rich, in-depth insight into the phenomenon being 
investigated (Elam, Lewis & Ritchie, 2003, p. 78). The teachers were selected because 
they were in Post Level one or in “acting” leadership positions and the researcher is 
of the view that they (the teachers in “acting” positions) were receiving leadership 
development. The researcher also assumed that the principal is the one who is leading 
teacher development and providing avenues (internal & external) for leadership 
development for teachers.  
The sampling in this study was purposeful and non-probability. A non- probability 
sample differs from probability sampling because probability sampling is generally 
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used in quantitative studies for statistical purpose and is therefore inappropriate for 
qualitative investigation (Elam, Lewis & Ritchie, 2003, p. 78). In a non-probability 
sample, participants are carefully chosen to reflect characteristics of the sampled 
population (Ritchie & Spencer, 2002). A non-probability sample is purposeful because 
participants are purposefully selected, since it provided avenues for detailed 
exploration and understanding of the phenomena that the researcher was 
investigating (Mason, 2006; Patton, 1990). In purposeful sampling, the participants are 
chosen based on criteria. The criteria may include socio-demographic characteristics, 
specific experiences, behaviours, roles, etcetera. Purposeful sampling allows the 
researcher to gain rich information and insight. To meet the aims of the purposeful 
sampling all the key players in the study were sampled (PL1 teachers, acting school 
leaders and principals). This sample was homogenous. Homogenous sample focuses 
on one particular subgroup in which all members have similar characteristics, in this 
study it was Post level one teachers and principals. This allowed the researcher to 
study the two groups in detail. Lewis, Saunders, and Thornhill, (2009, p. 240) describe 
a homogenous sample as the sample that aims to identify the main themes that are 
found across a specific sub group which has the similar characteristics of cases or 
people. Elam, Lewis, and Ritchie (2003, p. 79) define it as a sample that contains 
individuals who belongs to the same subculture or who have a same characteristic. 
The sample for this study is ten (10) participants, eight (8) PL1 teachers and two (2) 
Principals. From school A, four (4) teachers and the principal were selected and from 
school B four (4) teachers and the principal were selected; hence, the site for this study 
was two (2) schools. The PL1s’ were selected because they were receiving some form 
of leadership development. The principals were selected because of their position and 
the researcher assumed that they are the ones who are responsible in creating 
avenues for in-house and external leadership capacity development for PL1 teachers. 
The criteria that was used in selecting the participants was number of years of 
experience teaching in the school. Teachers who had taught for many years in the 
school as well as teachers who had just joined the school were selected. The reasons 
for selecting participants from both categories are that the teachers with many years 
would have participated in leadership development programs and had institutional 
memory (experience). The others with fewer years of experience would provide 
information on their understanding of how their leadership capacity is being developed 
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in the early years in the school. Malterudi, Sierisma and Guassora, (2016) argue that 
many researchers claim, data collection reaches saturation when participants stop 
providing any new information. They also contend that the number of participants in a 
qualitative study cannot be predicted by a formulae or perceived redundancy, they 
suggest “information power” as a tool to guide adequate sample size for qualitative 
studies. Since the researcher works in this sector, he was able to gather anecdotal 
information from participants on whether they would serve as “worthy” participants who 
were provide rich thick data for his investigation. See Table 3.1 which provides the 
biographical data of the sample. 
Table 3.1 Biographical data of the sample, School A and School B 
SCHOOL A 
Participants  A B C D E 
Gender  F F F M M 
Age  24 39 29 42 33 
Teaching 
experience  
1 year 13 years 6 years 16 years 9 years 
Post level PL1 PL1(acting 
PL2) 
PL1(acting 
PL2) 
PL4 PL1 
Qualifications Bed BED BED Post grad  BED 
Experience 
as principal 
N/A N/A N/A 2 years N/A 
Experience in 
SMT  
N/A 1 1 9 N/A 
SCHOOL B 
Participants  F  G H I  J 
Gender  M F M M M 
Age  61 38 26 29 44 
Teaching 
experience  
29 years 13 years 3 years 4 years 21 years 
Post level P.4 
principal 
PL1 PL1 PL1 PL1 
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3.6  DATA COLLECTION  
Data collection in qualitative research is divided into two categories namely, primary 
data and secondary data. Primary data is the collection of new raw data where the 
researcher collects data for the first time in the form of observations, interviews and 
questionnaires and secondary data is the data that is collected in the form of 
documents, books, journals, magazines, newspapers (Research Methods in 
education Handbook, 2001, p. 101). 
In this study, primary data was collected by means of semi structured interviews and 
secondary data was collected by means of documents. Interviews were audio 
recorded and the researcher wrote down notes during the interviews. Documents such 
as IQMS policy documents, staff development plan, school policies, school 
organograms and other documents pertaining to administration and organisational 
development were collected and interrogated to understand how the principal builds 
capacity for leadership in Post Level one teachers. These documents enabled the 
researcher to obtain non-verbal data from participants in their natural settings (Ritchie 
& Spencer, 2002). 
3.6.1 Semi- structured individual interviews 
An interview is a focused dialogue amongst two or more individuals (Lewis, Saunders 
& Thornhill, 2009, p. 318). The aim of the interview is to gain deep understanding and 
knowledge of the research question. Oppenheim (2000) states that interviews have 
more responses than questionnaires and the purpose interviews is to gain knowledge, 
Qualification
s 
Post 
grad 
BED BED BED BED 
Experience 
as principal 
21 years N/A N/A N/A N/A 
Experience in 
SMT  
21 years 1 N/A N/A 12 
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insight, deep understanding and interpretation from the participant’s views through 
questions. Interviews permit responses to be fully probed and explored. The 
researcher asks follow up questions to gain fuller understanding of participants’ 
meaning (Legard, Keegan & Ward, 2003, p. 141). A main attribute of a semi structured 
in-depth individual interview is its ability to concentrate on an individual. This provides 
an avenue for exploration of an individual’s personal views, deep comprehension of 
personal context within which research phenomenon is situated, and for deep 
coverage of the topic (Lewis, 2003, p.  58). Semi- structured interviews were used in 
an exploratory, in-depth study when the aim of this research was to gain in-depth 
insight, knowledge and understanding of the phenomenon, “leadership capacity 
development for PL1 teachers (Lewis, Saunders & Thornhill, 2009, p. 322). For the 
semi- structured interview, the investigator designed a list of questions (interview 
protocol) to serve as a guide, that he desired to be answered/investigated. The 
interview protocol was piloted with two teachers and one principal who were not part 
of the main study. In semi-structured interviews, questions may differ from participant 
to participant or the order of questions posed may vary from participant to participant 
depending on the flow of the dialogue. Moreover, additional questions may be added 
to investigate further the research question (Ary, Jacobs, Sorensen & Razavie, 2010, 
p. 438). A semi structured interview is also flexible in nature as it allows the researcher 
to pose questions, ask follow up questions, omit some questions that are not relevant 
to other participants or seek clarity on the participant when the need arises. It also 
allows the interview to change direction when new information is discovered that the 
investigator did not anticipate. Standardized structured interviews occur when 
questions are well prepared in advance and all the participants are asked the same 
questions and their responses are recorded (Cohen, Manion & Morrison, 2007, p. 
355).  
This study used semi structured individual interviews to obtain in-depth understanding 
of the leadership development capacity of Post Level one teachers. The semi 
structured interviews allowed the researcher to concentrate on an individual, ask 
questions, change questions, add other questions and adjust some of the questions 
as the flow of the interviews progressed. All the interviews were conducted at the 
participants’ workplaces, at a time most convenient for the participants as well as the 
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researcher. The duration of the interviews with each of participants varied between 
forty and sixty minutes.  
3.6.2  Document Analysis 
Documents were collected to understand how leadership capacity development for 
Post Level one occurs in the two schools. Documents contain written information that 
has been collected for various purposes, therefore documents are called secondary 
data. Materials that are considered secondary include circulars/notices, minutes of 
meetings, organograms, reports, administrative records, organizational documents, 
journals, books, magazine articles and newspapers. Documents are frequently used 
in a case study (Lewis, Saunders & Thornhill, 2009, p. 258). For this study the following 
documents were collected: IQMS policy, staff development plans, organizational 
documents, organograms, record of meetings, records of tasks or positions given to 
PL1 teachers, records of committee meetings to understand the leadership capacity 
development of Post Level one teachers. 
 
3.7  DATA ANALYSIS  
The method of developing meaning and understanding of the findings of a research 
study is called data analysis. In other words, making sense of data in relation to 
participants’ views of the situation, recognising patterns, themes, categories and 
consistencies (Shonubi, 2012, p. 168). However, there is no single set or correct 
method to analyse and interpret qualitative data. The researcher must abide by the 
principle of “fitness for purpose”, where the researcher describes what data analysis 
intends to do (Cohen, Manion & Morrison, 2007, p. 461). For this study, data analysis 
intended to explore, understand and interpret the role of principals in leadership 
capacity development of Post Level one teachers. Data analysis will also enable the 
researcher to discover commonalities, differences, similarities, and investigate the 
application and operation of the same issues in different contexts. The data was 
collected from two schools in the form of interviews, documents and observations. 
Interviews were analysed by means of an analytical technique and documents were 
analysed by means of content analysis, thus enabling the researcher to understand 
the role that principals play in building leadership capacity.  
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3.7.1  Interviews- analytical technique 
To make meaning and sense of the data that was collected from the interviews an 
analytical technique was employed. Analytical technique is used in qualitative 
research to describe and explain social occurrence in a natural setting (Pope, Ziebland 
& Mays, 2000, p. 144). Analytical technique includes deductive and inductive methods 
(Lewis, Saunders & Thornhill, 2009, p. 480). Deductive approach allows the 
researcher to group data into themes, labels, codes and categories according to the 
existing theory of the study. The theory of the study helps to formulate research 
questions and objectives of the study (Lewis, Saunders & Thornhill, 2009, p. 489). The 
responses/answers from participants in the interviews on how the principal builds 
teachers’ leadership capacity were grouped according to the research questions/aims 
and objectives of the study. Deductive approach has three main process of data 
organization namely, summarizing (condensation) of meaning, categorisation 
(grouping) of meaning and structuring of meaning (Lewis, Saunders & Thornhill, 2009, 
p. 490). Summarizing of data occurred after the semi structured interviews took place 
with each participant in a school. Long statements were rephrased and reduced into 
brief statements.  
This study also utilised inductive analysis where data was collected and explored to 
identify which themes emerged (Lewis, Saunders & Thornhill, 2009, p. 490). The key 
findings that emerged from the interviews were summarised. Through data summary 
the interviewer could determine the key themes that needed further interrogation for 
validity. Another strategy that was used was categorisation (grouping) of data into 
codes and labels. Categorisation is derived from the theoretical framework of the 
study, where the research question and the objectives of the study are outlined (Lewis, 
Saunders & Thornhill, 2009, p. 492). This enabled the researcher to establish linkages 
and interpretation of data. The use of categories are useful tools that allowed the 
researcher to identify patterns and relationships in the data from interviews (Lewis, 
Saunders & Thornhill, 2009, p. 495). The data from the interviews was put into a matrix 
of cells. For this study, the researcher used descriptive coding to analyse the data. 
Coding is the way of grouping data that is relevant to a particular point. Coding may 
also be explained as indexing or mapping of data according to the research question.  
Statements that were made by the participants in the interviews were summarized into 
short sentences and given a code. Codes were then grouped together to form 
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categories. Similar categories were then grouped together to form themes. Categories 
that did not fit the research questions, aims and objectives of the study were put aside. 
Redundant and overlapping categories were reduced. Twenty categories emerged 
from the study but were reduced to 14 and ultimately six themes were identified. These 
themes are reported on in chapter four.   
 
3.7.2  Documents – content analysis 
To analyse documents content analysis was employed. Content analysis is when 
written text content and context are analysed (Ritchie, Spencer and O’Connor, 2003, 
p. 200). Cohen, Manion, and Morrison (2007, p. 475) define content analysis as a 
procedure of summarizing and reporting on written data. Text is any written 
communicative material that is intended to be read, interpreted and understood by 
people. Content analysis interrogates any form of written material structured or 
unstructured. Content analysis can be done from any written material, including 
interview transcripts, advantages of content analysis is that it is unobtrusive, the 
researcher can observe without being observed and the presence of the investigator 
does not influence what is being investigated. It is also systematic and verifiable. 
Moreover, the text data is permanent and verification through reanalysis and 
replication is possible (Cohen, Manion & Morrison, 2007, p. 475). The data that was 
collected from documents was coded and then grouped into categories, which were 
thereafter labelled as themes in accordance with the research questions, aims and 
objectives of the study. Matrix cells allowed the researcher to recognise patterns, 
relations, consistencies, similarities, differences and commonalities. Lastly, the 
process of triangulation took place when the researcher examined the themes 
emerging from the various data sources.  
 
3.8  TRUSTWORTHINESS 
 
Trustworthiness refers to credibility, validity, transferability, dependability and 
confirmability of the study (Ritchie & Spencer, 2002). 
 
51 
 
3.8.1  Validity 
Ary, Jacobs, Sorensen, and Razavie (2010, p. 226) define validity as a method of 
collecting evidence to support a specific interpretation. Cohen, Manion and Morrison 
(2007, p. 133) describe validity in qualitative research as confidence in the results that 
they represent reality as expressed by the participants rather than reproduction of 
reality by the researcher. Traditional data validity refers to accuracy and correctness 
of data (Lewis & Ritchie, 2002, p. 273). However, in qualitative enquiry validity refers 
to correctly portraying the meaning attached by participants to what is being studied 
by the researcher and the extent of which the participants’ insights, opinions, 
emotions, aims and knowledge are correctly recorded, understood and interpreted 
(Ary, Jacobs, Sorensen & Razavie, 2010, p. 499). The researcher used audio tapes 
to record the interviews and later transcribed the interviews. Participants were given 
time to view, correct and confirm the transcriptions. Thereafter follow-up interviews 
were conducted to address any “gaps” in the data sets. Another method that was used 
to determine accuracy and correctness of data was triangulation, and in this study, 
triangulation of data from the various sources. Lincoln and Guba, (1985) describe 
triangulation as the method where many sources/methods are used to verify 
information. Semi structured interviews allowed deep scrutiny of every response that 
was provided by participants. Moreover, the documents were also scrutinized to 
establish convergence. Where data sources converged, or common occurrences took 
place, that convergence was taken as valid occurrences.  
 
To further encourage truthfulness in the interviews, the participants were guaranteed 
anonymity which encouraged participants to tell the truth without any fear of being 
exposed or any reprisal from their managers. Elam, Lewis, and Ritchie (2003, p. 273) 
say an account is only valid or true if it represents correctly the features of the 
phenomenon that it intends to describe, explain or theorise. They also suggest that 
validity can be divided into two categories, namely, internal and external validity. 
Internal validity can be achieved through constant comparison where the data is 
constantly compared across participants, cases, sites, times etc.  While external 
validity may be achieved through triangulation where different sources are used to 
determine accuracy. 
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3.8.2 Reliability 
The main concern of qualitative study is dependability rather reliability (Ary, Jacobs, 
Sorensen & Razavie, 2010, p. 502). Reliability is defined as the same instrument 
producing the same results on a different occasion (Lewis & Ritchie, 2003, p. 273) 
This definition is applicable to quantitative study where the phenomenon is controlled 
and manipulated, contrary to qualitative study where phenomenon occurs naturally 
and the foundation of natural setting is the uniqueness and complexity of the situation 
(Cohen, Manion & Morrison, 2007, p. 148). In agreement, Ary, Jacobs, Sorensen, and 
Razavie (2010, p. 503) explains that in qualitative research replication of results is 
almost unattainable because every situation is unique and complex. Therefore, 
instead of using reliability in qualitative study, rather use dependability, where 
dependability is described as the extent that the researchers can explain or track the 
variations when context changes. The methods that were used in this research to 
ascertain dependability were audit trail, consistence and corroboration. Audit trail 
offers instruments that others can use to determine how decisions were made (Ary, 
Jacobs, Sorensen & Razavie, 2010, p. 503). Audit trail entails documented evidence 
that contains raw data that was collected from the interviews and documents. This 
evidence explains how the study was conducted, what was done, when, why and how 
the study developed, data refined, tested and presented as findings of the study. 
Dependability can also be established by the presence of consistency in findings 
across multiple settings. The more times a finding is found true with different sets of 
participants or in different situations and time periods, the more confident the 
researcher becomes about findings. Another method that was used to improve 
dependability was corroboration or triangulation where two or more methods or 
sources were used. If multiple data or multiple methods results in similar findings, it 
improves the reliability of data (Ary, Jacobs, Sorensen & Razavie, 2010, p. 503).  
3.8.3 Credibility   
A credible study is the one that provides assurance that the researcher has thoroughly 
gathered and interpreted data, in a way that findings and conclusions accurately reflect 
and represent the world that has been studied and not the researcher views (Yin, 2016, 
p. 85). Semi-structured interviews were recorded, transcribed and later returned to 
participants for member checks or participant validation. This allowed the participants 
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to confirm that all transcriptions were a true reflection of their contributions. Credibility 
also refers to how the researcher knows that data is accurate. Triangulation was used 
to determine accuracy where responses of participants were thoroughly checked for 
consistency and later compared to the documents. 
3.8.4 Transferability  
Transferability refers to the extent to which findings can be applied to other contexts 
of similar situations, population or circumstances (Lewis & Ritchie, 2003, p. 264). More 
than one school was used to determine transferability. One of the strategies that may 
be used to determine transferability is thick description. Thick description is described 
by Lincon and Guba (1995) as a strategy that may be used to achieve external validity 
where the phenomenon is explained in such a way that one may be able to draw, 
evaluate and conclude the extent to which the phenomenon may be transferred to 
other situations, people, circumstances and settings. The thick description that was 
included in this research were the setting, participants’, gender, age, post level, 
attitudes of participants, reactions that were not audio recorded, bonds established 
with the participants and feelings of the researcher. 
3.8.5 Confirmability  
Anney (2014, p. 279) describes confirmability as the extent of the findings that can be 
confirmed or corroborated by data or others. One of the techniques that is commonly 
used to established confirmability is member checks where transcripts of the recorded 
interviews are returned to participants for corrections and confirmation. Another 
method that was used to determine confirmability was an audit of the research 
methods and findings. Moreover, the recorded interviews and documents collected will 
be stored safe for more than five years so that other researchers can audit the findings 
and methods. Zhang and Wildemuth (2016, p. 6) explain that confirmability can also 
be established by examining the coherence of the study which are findings, data, 
interpretations and recommendations. 
 
3.9  ETHICAL CONSIDERATIONS 
Shamoo and Dunigan (2000, p. 205) define ethics as a set of morals: what is right and 
what is wrong; a society’s value system that involves consensual agreement on what 
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is right or wrong. For Akaranga and Makau (2016, p. 2) research ethics is about the 
participants being informed, voluntary consent, able to withdraw at any time without 
any sanctions, protected from any harm (physical or psychological). To sum up the 
two statements, ethics is about fairness, openness to the intent, procedure and results. 
It is about participants’ guaranteed confidentiality, anonymity, right not to participate 
or withdraw at any time during the research, right to request information, right not give 
sensitive information that might bring discomfort or sanction from their employer. 
Oliver (2010, p. 77) explains that the research cornerstone is anonymity, therefore, to 
protect the identity of the participant pseudonyms will be utilised.  
Some questions in this research might bring discomfort to the acting school leaders, 
teachers and the principals, especially sensitive information that might be contained 
in the documents that might be required to substantiate and corroborate their 
responses. Therefore, proper explicit explanations will be given to the participants to 
explain the need and the contribution of this study to the development of teacher 
leadership. Moreover, the participants will be given time to decide whether to 
participate or not. Oliver (2010, p. 81) suggests that confidentiality goes with privacy, 
whereby our private details and information should not be circulated to others. It is 
also the obligation of the researcher not to disclose the information or identity of those 
involved to the third party or people who are not involved in the research, except other 
researchers. The participants should be informed of the people who will have access 
to and scrutinise the data. 
Ethical clearance was obtained from the University of Johannesburg Ethics 
Committee. Ethical clearance provides guidance on conducting ethical investigations. 
To protect their rights, dignity, privacy and confidentiality the participants’ consent was 
sought and granted by the participants.  
3.10 CONCLUSION  
In this chapter, the research design, methodology and paradigm were explained in 
detail, including data gathering and analysis procedures. Trustworthiness and ethical 
consideration were also explicitly described.  
The next chapter deals with the analysis and interpretation of data. 
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CHAPTER FOUR: ANALYSIS AND INTREPRETATION OF DATA 
4.1 INTRODUCTION 
The previous chapter discussed in depth the research method and design of this 
empirical study. The overarching research question that informed this study was:  How 
do principals prepare Post Level one teachers for school leadership? The researcher 
provided a detailed description of the data collection methods and the research 
instruments utilized in the study. The ethical measures in keeping with the University 
of Johannesburg as well as Department of Education ethical compliance were 
explained. 
This chapter will focus on analysis and interpretation of the results. The literature 
review conducted in chapter two together with the aims, objectives and the research 
questions will be used as a basis in informing, guiding and directing the analysis and 
interpretation of the data in this chapter.  
 
4.2 RESEARCH PROCESS UTILIZED IN THIS INVESTIGATION 
Data analysis is a process of making sense or meaning of the data collected. Data 
was collected by means of semi- structured individual interviews and documents, 
namely, the Integrated Quality Management System (IQMS) policy document and 
other management and leadership documents such as school policy, committee 
meetings, school year plan and staff development plans from the two high schools in 
the Gauteng East District. One principal and four teachers were interviewed at each 
school. To understand the meaning of the data that was collected, data was grouped 
into codes, categories resulting ultimately into themes for exploration and analysis to 
comprehend the role of the principal in capacity development of Post Level one for 
school leadership. The literature reviews also contributed to interpreting the findings. 
The analysis of the data obtained from the semi-structured interviews and the data 
collected from the document analysis were triangulated to arrive at the findings. 
4.2.1 Background of the selected schools 
The researcher notes that public schools in the South African education system are 
categorised into five different quintiles according to the National Norms and Standards 
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for Public School Funding (Education Labour Relations Council, 2003b: B52). This is 
done according to the schools’ poverty index, which determines the level of funding 
granted by the Education Department. There are five quintiles ranging from quintile 
one to quintile five. Quintile one schools are no fee schools; the schools receive a 
hundred percent (100%) funding per learner from the Education department. Quintile 
five schools receive the least funding as these schools are perceived to be affluent 
and well resourced. Thus DoE funding grows incrementally from quintile five schools 
through to quintile one schools (Education Labour Relations Council, 2003b: B52). 
The summarized profile of the schools is provided below and was taken from the 
interviews and official documents obtained from the schools. 
School A 
School A has an enrolment of one thousand and twelve (1012) learners, thirty-three 
(33) teachers are employed by the Gauteng Department of Education (GDE), nine (9) 
school management members (including the principal). The school is situated in a 
township, which is next to a main road. Most of the learners are from the same 
township. It is a no fee-paying school (quintile 1) (Education Labour Relations Council, 
2003b, p. B52) with a nutritional programme (feeding scheme), which provides 
learners with meals during break. The socio-economic status of many learners is poor. 
The language of Learning and Teaching (LOLT) is English. The school is a two-storey 
building and is surrounded by a fence and the garden, which is well maintained. The 
principal is a new incumbent to his position having two years’ experience as the 
principal. 
School B 
School B is slightly larger in number compared to school A, which has an enrolment 
of one thousand one hundred and twenty-four (1124 learners), thirty- six (36) teachers 
employed by GDE and nine (9) school management members (including the principal). 
The school is situated in a township with similar conditions to school A, however, 
ranked higher in terms of poverty index (quintile 4) (Education Labour Relations 
Council, 2003b, p. B52).  It is meant to be a fee paying school, however, due to the 
disadvantaged background of majority of learners in the school, the principal 
requested the GDE to declare the school a “Non-fee-paying school”.  The granting of 
the non-fee-paying school status has allowed many learners access to education.  The 
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language of Learning and Teaching (LOLT) is English. The school is a two storey 
building consisting of three buildings. The school is surrounded by a fence and the 
school is proud of a well-maintained garden.  The principal has over 21 years’ 
experience in school leadership, specifically, principalship. 
 
4.3 ORGANISING OF THE DATA   
The research process began with the identification and selection of two research sites, 
which were appropriate for the study. These were two public high/secondary schools, 
noting the profiles of the schools above. The two public high schools share common 
characteristics, such as diverse learner and teacher population, similar poverty index, 
comparable resourcing and are formerly disadvantaged schools where English is the 
LOLT in both schools. 
Four teachers and the principals (two) of both schools made up the sample. The 
literature review guided the interview schedules for both categories of participants. A 
pilot study was conducted with two teachers and one principal who were not part of 
the main sample. A formal written request seeking their permission was sent to all 
participants. The process employed for the pilot study ensured that the capturing of 
the data was in line with the aims, objectives and research questions and sub 
questions of the investigation. The final interview protocols appear in Addendum A 
and B.  
As indicated in Chapter 3, data was generated through individual semi-structured 
interviews, document analysis and observations. The initial data was collected through 
the interviews followed by an analysis of the documents (mentioned earlier) obtained 
from the schools. The researcher firstly introduced himself and requested teachers for 
their consent to be recorded using an audio recorder. Notes were taken during the 
interview in the event that the recording equipment failed Creswell (2009). The 
interviews took approximately 45 to 60 minutes each, conducted at the research site. 
During the interview, the researcher observed closely the gestures and body language 
of the participants, such as their facial expressions, to assist him to probe for more 
information, (Creswell 2008).  
The recorded interviews were transcribed verbatim using the Tesch’s method (cited in 
Creswell, 2009, p.186), ensuring that the responses transcribed were the exact 
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responses obtained from the participants. The analytical technique was used to 
analyse the data from the interviews. The researcher ensured consistency between 
the participants’ responses in the interviews and a measure of authenticity when 
conducting the document analysis. This triangulation of data strengthened the validity 
and reliability of the data collected.  
Content analysis was used to analyse documents such as IQMS, organogram, 
committee documents and other related documents. Content analysis is when written 
text content and context are analysed (Ritchie, Spencer and O’Connor, 2003, p. 200). 
Cohen, Manion, and Morrison (2007, p. 475) define content analysis as a procedure 
of summarizing and reporting on written data. o themes and labels in accordance with 
the objectives of the study.  Matrix cells were used to triangulate data from the sources, 
data was coded and labelled in accordance with the research questions, aims and 
objectives of the study. Matrices allowed the researcher to recognise patterns, 
relations, consistencies, similarities, differences and commonalities in the data. 
Henning, Van Rensburg, and Smit, (2004, p. 98) argue that documents are like texts, 
open to expansive analysis and their historical value is very important in analyzing 
data. In agreement, Maree (2011, p. 82) states that using document analysis as part 
of data gathering strategy is distinct from literature review that all researchers involve 
themselves in during research. The researcher requested for the documents that are 
used in leadership capacity development in the respective schools. Participants 
provided documents (Babbie & Mouton, 2008, p. 300), for example, the IQMS 
documents, staff development plans, meeting minutes etcetera. Creswell (2008, p. 
238) emphasizes the need to maintain a critical eye on the documents that are 
analyzed for research purposes. The researcher took the opportunity to critically 
interrogate/examine and reflect on these documents.  
An example of the checklist used for document analysis is provided in Table 4.1 
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Research Study: School A 
Principals’ role in capacity development of post level teachers for school leadership. 
CHECKLIST FOR DOCUMENTS 
 
Documents 
 IQMS policy  
 IQMS schedules 
 IQMS meeting minutes 
 School Management teams meeting agendas 
and minutes 
 School organogram 
 Department meeting minutes 
 Teachers’ Reports 
 Administrative records 
 Journals 
 Teachers’ record Books 
 Committee lists 
 Grade Head duties 
 Subject Head duties 
Good 
accessibility 
 
√ 
√ 
 
 
 
√ 
 
 
 
 
 
 
√ 
 
Limited   
Accessibility 
 
 
 
√ 
 
√ 
 
 
 
√ 
√ 
√ 
√ 
 
Poor 
accessibility 
 
 
 
 
 
 
 
√ 
√ 
 
 
 
 
 
Table 4.1 Checklist for Document Analysis 
4.4 THEMES  
The themes and sub themes that emerged from the data analysis are represented in 
Table 4.2. The themes are discussed and supported with direct quotations obtained 
from the participants during the interviews. The findings are analysed and interpreted 
below. 
Table 4.2: Research themes  
Research Themes  
4.4.1 Theme one 
The role of the principal in leadership capacity development of teachers for 
leadership positions. 
4.4.2 Theme two 
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    Role of school committees in teacher leadership capacity building 
4.4.3 Theme three 
   Mentoring and Coaching of teachers for leadership development. 
4.4.4 Theme four 
The influence of external leadership training programmes for teachers. 
4.4.5 Theme five 
    Principals’ experiences regarding leadership capacity building of teachers.  
4.4.6 Theme six 
    Role of labour unions in leadership capacity development of teachers. 
 
4.4.1 Theme one: The role of the principal in leadership capacity development 
of teachers for leadership positions. 
Transformational leaders develop, inspire and motivate people towards their desired 
goals and aspirations (Leithwood, Harris & Hopkins, 2008).  The many administrative 
tasks of any principal are to delegate leadership tasks, set the direction of the school, 
manage or oversee the IQMS system and restructure (when required) the organisation 
to perform to its full potential. Theme one deals with the above-mentioned duties of 
the principal and below is the discussion. 
One of the duties of the principal is to delegate and distribute leadership duties. 
Distributive leaders distribute/delegate tasks to their fellow colleague’s/staff members. 
Bennet, Harvey, Wise, and Woods (2003) define distributive leadership as a collective 
leadership where the “sum is greater than parts”. Leadership roles are distributed and 
not fixed, less hierarchical, allowing “top - bottom” and “bottom – top” flexibility. 
Openness of boundaries is where leadership practises are extended and shared 
among the members of the organisation, thus opening boundaries and building 
leadership capacity. For, Spillane, Halverson, and Diamond, (2004, p. 11) collaborated 
distribution takes place when two or more individuals work together in the same time 
and place on a specific activity (e.g. school committees). One of the ways that a 
principal may distribute leadership is through forming committees. 
Principals’ are responsible for the formation of committees. Committees is where 
teachers learn some of the duties of the principal since committees are the branches 
of principal. However, principals seem to neglect this duty to a certain extent as some 
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teachers were in committees, but others were not. When teachers were asked how 
committees were formed, they responded as follows: 
Participant A (see line 23): I think they are formed by the principal because I started 
here (in this school 2016 November) so committees when I was here, they were 
already formed”. This view of participant A is also shared by Participant D (see line 
32): “a person chooses which committee to participate, but think is a responsibility of 
the principal and senior managers” Principal A confirmed the views of participant (A & 
D) (see line 18 ): 
           “If they are done properly, teachers should be appointed to committees by 
management and the management should be conversant with the strength and 
the weakness of the educators and then allocate them to appropriate 
committees, but the for the sake of democracy, what we normally do we just 
issue out forms and people choose which committee they want to serve on” 
The above three participants agree that it is the duty of the principal to form school 
committees so that leadership duties may be delegated and distributed. In most 
schools, principals are required to elect sub-committees to ensure that leadership 
tasks are delegated to all staff. This is to make certain that some level of responsibility 
is entrusted to Post Level one teachers. However, the following participants, C, F, G, 
H, I and B suggest that the duty of the principal is to create avenues for leadership 
distribution and delegation. Leithwoood, Jantzi, and Fernadez (1994) concur by 
describing a transformational leader as a leader who encourages the mutual 
acceptance of school team goals: this promotes teamwork among the teachers. The 
above participants suggest that the teachers have more say in choosing which 
committee they participate in. Participant F (see line 31): “staff are the people who are 
responsible for electing committees” and Participant G (see line 26): “People nominate 
other people into committees, sometimes people volunteer” while Participant H is 
certain that (see line 16): “teachers volunteer to be in those committees”. Participant I 
is convinced that teachers (see line 19): “elect people into committees” and Principal 
B concedes that (see line 20):  
          “Teachers have various interest, so people aligned themselves in terms of their 
expertise, so we allow each committee to have a minimum of four to five 
members…” 
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Eight out of ten teachers that were interviewed were in committees and two teachers 
were not, (one in each school). This indicated that they could be more teachers who 
are not in committees in both schools.  These two participants revealed this when they 
were asked:  are all the teachers in committees or are you a member of any committee 
in the school? Participant B had this to say (see line 22): for now, no. Participant I was 
also not in any committee (see line 23): “No, I’m not in a committee”. Participant H 
made this comment (see line 13): …”not every teacher is in a committee, many 
teachers are not in committees”. 
This indicates that not enough attention is being paid to committees by principals. If 
some teachers are not in committees this suggest that not all the teachers are being 
developed for leadership in a school. Some teachers insisted that is was the duty of 
the principal to ensure that every teacher is a committee member. This was the 
comment that was made by participant C (see line 8): “Every educator should be in a 
committee as part of their job description”. 
One of the duties of a transformational leader is lead people and set directions. 
Leithwood and Jantzi (1999) state that transformational leaders are leaders that lead 
by example: provide an appropriate model to teachers and show how tasks are 
executed. However, this role of a principal was neglected by both principals as there 
were many committees that were dysfunctional. Principals were neglecting their duties 
in the formation of committees in the school. Principals are members of the all 
committees in the school, therefore a failure of a committee to function is the failure of 
the principal as committees are the extension of the principal. Participants were asked 
if there were any dysfunctional committees in their school. They responded this way: 
Participant D (see line 39): “Yes, some committees are functional, and some are 
dysfunctional”. Principal A had this to say (see line 30):  ….” they are dysfunctional 
committees; some committees are more effective than the other others”. Principal B 
was polite about it (see line 24): “those are committees that are functional throughout 
the year”. One of the participant was asked:  have you ever been in a committee? The 
response was this: Participant I (see line 27): “Yes, but that committee was not 
functioning”. 
The document analysis corroborated what the participants said in the interviews. 
School A has more than 20 committees, but they could only provide me with minutes 
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of three committees. This indicated that the principal didn’t know whether those 
committees were still in existence or not, as reporting in terms of meeting minutes was 
not taking place. 
At School B I was not provided with any minutes of the committees which suggested 
that the principal is oblivious or shows no interest in committees. Both principals 
conceded that they are members of committees and they should actively be involved 
in committees’ activities. Principals were asked this question: As a principal are you a 
member of these committees? Principal A (see line 40): “Yes, all of them, I’m the ex- 
officio”. Principal B corroborated principal A’s statement (see line 32):  ”as a principal 
I’m a member by virtue of my position to all committees”. 
Transformational leaders are leaders who lead by example and model good practice. 
For a school to have dysfunctional committees is failure on the part of the principals 
to lead by example after they conceded that they were the virtual or default members 
of every committee in a school. 
Transformational leaders are leaders who set high standards: standards are set high 
to achieve high excellence and quality (Leithwood, Jantzi & Fernandez, 1994). The 
role of the principal is ensuring that IQMS does occur in a school and every teacher is 
developed and evaluated according to performance standards that are set out. 
However, both teachers and principals concur that IQMS is problematic. This is what 
the teachers had to say about IQMS. Participant A (see line 121):  
         “I think, there are still some weakness in IQMS, cause even when it is conducted 
we do fill in the forms, but we not really sure how does it benefits us. There is 
even the part where you recommend some things, you do recommend but you 
don’t see that much, it’s something that is done so that it gets done and passed 
on, the papers are submitted”. 
Participant C had this to say (see line 133):  
          “I could say it is a waste of time and paper because you will fill that form and 
say I need development in this and take it to HOD and the HOD will send it to 
the district, but the district never comes and say this is your area of development 
that you said, we must come and assist, you come let’s assist you, I have been 
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in this school for six years and I have been filling that form for six years but 
nothing has been done, nothing.” 
 Participant D admitted that she does not understand IQMS (see line 144):  
          “I don’t understand IQMS, even my file is in my car since last week, yes I 
understand that the areas were we must get support but somehow I think we 
not doing this the right way. You find yourself having to do it alone, even last 
week when they were explaining that we must fill the IQMS I was just wondering 
why they don’t say those who wants to do it must do it.” 
 Participant H had this take on IQMS (see line 108):  
          “The only challenge is the paperwork. There are just unnecessary things that 
are put there, sometimes we write that we need development in this, but they 
don’t come to develop us on that. If they could eliminate this lots of paperwork.”  
While Participant I said this (see line 83): IQMS is rushed…. Participant B was also 
sceptical of IQMS (see line 109): 
            “……IQMS is internal, teachers evaluate each other, and they are friends they 
sit around one table, now can you imagine if I have to score you five out of 
sixteen! Even if you deserve five out sixteen but because of this friendship it will 
cloud my thinking and I will give you sixteen out of sixteen and I know for sure 
that you are not there……” 
The above excerpts confirmed what other scholars have written about IQMS, it is 
failing as a tool for teacher development. The IQMS documents that were provided to 
me were filled by most teachers even though the IQMS process was not followed, for 
instance class visits and development plan did not occur. The minutes of meetings 
that are required before a class visit can take place were not provided and the class 
visit dates that were set in a school year plan were not followed. All the processes of 
IQMS as set out by the IQMS documents were not followed. There was no attempt at 
filling leadership area of development by the participants. This corroborated the 
sentiments that were echoed by ISPFTEDSA that IQMS scores are inflated and are 
not the true or correct reflection of teachers in class and neither districts nor PED can 
implement IQMS as a developmental tool for teachers. They are unable to benefit from 
it in terms of development. One of the participants did not understand IQMS and 
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provided me with blank or incomplete IQMS documents because he thought that he 
did not need any development because he is good at everything. 
One of the duties of a transformational leader is to redesign the organisation where a 
principal motivates creativity and innovative thinking and develops an environment of 
creativity where old ways are challenged and replaced when necessary (Leithwood, 
Patten & Jantzi, 2010). 
Principals can create leadership positions in a school, thus developing leadership 
capacity in teachers. There were many leadership positions that were created in both 
schools. In school A there were grade heads and in school B there were subject heads.  
The following extract is from school A, where participants were grade heads, teachers 
who are responsible for the whole grade. Participant A (see line 26):” every term we 
make sure that there is a grade head responsible for this grade and all of the staff, so 
the principal called me aside and said he wants me to be involved in this”. Participant 
B is also a grade head (see line 26):”I am handling the FET phase,  grade 10’s” 
School B has a subject head, a teacher who is responsible for the subject from grade 
eight to twelve and this position is rotated among teachers. The extracts below are 
from teachers who are or were subject heads. Participant F (see line 54): “I’m in the 
department of history, so I play a role there as the subject head’. Participant I (see line 
44): “department of history is very huge because there are many subjects that are 
under that department, so it’s difficult for the HOD to manage all this subjects, So, last 
year he appointed me as the grade head of history”. 
The school organogram that was provided by school A corroborated that there are 
grade heads, however there were no subject heads. In school B the year plan that I 
was provided with indicated the existence of subject heads but no grade heads. 
Aviolo and Bass (2000) adds that transformational leaders create an environment that 
allows for intellectual stimulation: A principal creates platforms for new leaders and 
ideas to emerge and new systems to be developed. 
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4.4.2 Theme two: Role of school committees in teacher leadership capacity 
building 
Theme two will discuss the role of school committees in teacher leadership 
development and how they influence decision making and rotation of leadership 
tasks. 
Committees are an extension of a principal since the principal cannot be in many 
places at once. The role of committees is to assist the principal in executing some of 
his duties.  Committees can take decisions on behalf of the principal and allow 
leadership to be distributed. In this process teachers’ leadership capacity is developed. 
All the participants (teachers) view committees as an important organ of the school 
and as an organ may assist in their development of leadership capacity.  These are 
their views: Participant A (see line 7): 
           “committees are responsible for the smooth running of the school because the 
principal cannot do all the job by himself, so he need assistance, people to 
handle the minor issues as well as major issues” 
 Also, Participant C concurs (see line 4):  
         “School committees’ purpose is the smooth running of the school, so that the 
management do not do everything by themselves, so they delegate other 
functions to staff” 
Principal A (see line 7): “committees come in there because that’s how we divide the 
roles that are channelled towards the development of the child”.  Participant F had this 
to say (see line 3): 
           “the role of the school committees is to make the school to be more functional, 
it also helps the principal to run the school effective. The principal alone cannot 
see everything that is happening in the school, so he needs people to support 
him and to be actively involved in school activities. Basically to make the school 
to be more functional”. 
 Participant G also agrees (see line 8): ”they play a very important role because the 
leadership for the school will not be able to do everything”. Participant H added this 
(see line 4):  
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            “committees are the branches because the principal cannot do everything 
alone, so school committees are the to make sure that the school functions 
properly” 
Participant I also agrees with other participants (see line 6 & 7): “committees play a 
huge role in the proper functioning of the school” but for Principal B, the focus is the 
duties of committees (see line 16): “committee is allocated a specific duty, so they 
perform their duties for general good of the school”. While Participant D suggests that 
some committees are more important than others by singling out the finance 
committee (see line 8): “finance is one of the important committees, without the finance 
committee the school will not operate”. 
From the above discussion it is clear a school cannot function without committees. 
Therefore, committees are the integral part of the school and all the participants 
agreed that committees are extensions of the principal as they take charge of duties 
and this relieves principals of tasks required for the school to function properly.  
One of the functions of the committees is to take decisions on behalf of the principal 
since they are an extension of the principal. Leithwood, Jantzi, and Fernandez (1994) 
describe a transformational leader as a leader that promotes mutual decision-making. 
Teachers are encouraged to participate in making decisions that affect them. To build 
leadership capacity in teachers, teachers must be allowed to make decisions that 
affect the school. Teachers who participated in this study indicated that they have 
limited power to make decisions that affect the school. When this question was asked. 
Do committees have influence or autonomy to make decisions? This is what they had 
to say. Participant A (see line 131): “committees have very limited influence”. While 
participant B suggested that final decisions are taken by SMT (see line 75): “to make 
decisions and of course it must go to SMT”, and Participant G agrees (see line 17): 
“Whatever they decide they must give feedback to the management and report what 
they have decided, they must involve the management”, but participant C asserted 
that committees do have influence (see line 55): “they have an influence” Participant 
D added that committees have autonomy to take decisions (see line 74):  
           “.. they do have autonomy to make decision and to make policies, every 
committee must develop their policies and submit them to the principal and the 
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principal will send it to the SGB and the SGB will consider the suggested 
policies for school policies amendment in line with the policies of GDE”  
Participant F also agrees that they have autonomy (see line 84):  
          “they have autonomy to make decisions, because for instance if I can make an 
example of the fundraising committee, they must make their own decision when 
to fundraise”  
But Participant H is convinced that it is the duty of the SMT (see line 48 & 49): “It’s 
very tough question that one because I think it’s a duty of an SMT to make decision” 
The above discussion indicates that committees do have powers to make decisions 
that affect the school, although limited. 
Another function of committees is to expand, distribute and rotate leadership duties. 
Diamond and Spillane (2016, p. 148) argue that distributive leadership is not about 
people leading or the context in which leadership occurs but it’s about leadership 
practice which is imbedded in interactions between leaders, followers and their 
situation. Leadership is momentary, as anyone can move in and out of leadership 
regardless of their positions. They argue that in distributed leadership, leadership is 
stretched over people and thus builds leadership capacity. Rotation of tasks stretches 
leadership and any member of the organisation may come in and out of leadership, 
that is why principals should rotate teachers in managerial committees to develop their 
leadership capacity. 
Duties of committees such as Finance, Assessment and Learning Teacher Support 
Material (LTSM) are managerial in nature, and they should be rotated, however only 
two teachers out of eight have been members of these committees. This indicates that 
not all the teachers are developed for leadership positions. When teachers were asked 
which committees, they participate in, these were their answers: Participant C (see 
line 32): “Exam committee”. Participant D (see line 65): …”LTSM, Sports, SGB 
committee and SGB make me to be an all-rounder and I get first-hand information of 
what is happening in other committees”. Both participant F and participant G were 
members of the bereavement committee and these were their responses Participant 
F (see line 59): “I’m a member of bereavement committee as well” and Participant G 
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(see line 22): “I’m in the bereavement committee, so I’m also a coordinator for arts and 
culture”. Participant H (see line 24): “Sports coordinator”. 
Of the eight participants (teachers), none of them were members of the finance 
committee in the current year or the previous years. This indicates that they have little 
or no knowledge of how the school finance is managed. One of the purposes of 
rotating tasks is to ensure that all teachers are developed in all the spheres of 
leadership in a school. Only one teacher of all the participants was a member of the 
SGB. This indicates that she is a virtual member of all the committees in the school 
since all the committees report to SGB via the principal. SGB’s should be expanded 
to allow more participation of teachers, thus building leadership capacity in all 
teachers. 
There were only two participants who had participated in school management 
positions, acting in an HOD post. In school A, the principal has created a culture that 
when a leadership post is vacant, for example, a HOD and deputy principal position, 
teachers are given an opportunity to act in that position on a rotational basis. Two 
teachers have participated in this process. This was the only post that school 
management duties were allocated to them. 
Other tasks that were assigned to Post Level one teachers were transitory leadership 
tasks, where teachers would be asked to represent the school in a certain function, or 
a teacher asked to deliver a speech at an event or function. The participants were 
asked which other leadership tasks were appertained to them. This was the answer of 
participant C (see line 65): “MC representing the school”. 
Another role of committees is to build teamwork and good communication skills since 
one of the qualities of good leaders is displaying good communication skills and the 
ability to be a team player. Transformational leaders encourage mutual acceptance of 
school team goals and promote teamwork among the teachers, thus developing 
teamwork culture, mutual decision-making processes and establish healthy 
relationships within an organisation (Leithwood, Patten & Jantzi, 2010). Duignan 
(2007) argues for distributive leadership and states that for committees to exist the 
foundation is mutual trust and morale in sharing leadership practices. In summary the 
above authors are suggesting that when teachers participate in committees they learn 
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to work together as a team and an improvement in their communication skills is the 
result. 
Teachers agree that participating in committees contributes to their leadership 
capacity development and that there are many skills that can be learnt through 
participating in committees.  These were the views of participants on committees. 
Participant D placed emphasis in teamwork and communication: 
(See lines 99 & 100): “committees have taught me how to work with different people 
and how to be a team player.  
(See line 121 & 122):  
“For your department to function properly there must be good communication, 
and if I could, I would encourage people who are in committees to be actively 
participating in committees not just their names appearing on the committee, 
but they are not actively involved. Also, us teachers sometimes we limit 
ourselves on other things for instance LTSM is management” 
 However, participants A, C, F, G & H see committees as a place for leadership 
development and growth, evidenced in, Participant A (see line 93):” if the educator 
wants growth, it’s better being in a committee”, Participant C (see line 82): “committees 
can give every educator opportunity to grow and view things different”. Also, 
Participant F echoes the same sentiment (see line 109 to 113):  
            “through committees, for instance if you are on LTSM committee, you must 
know how to request books, how to take stock, is part of learning, you are 
learning new skills, you learn how to run finance if you are in a financial 
committee….” 
Participant G repeats what other participants have said (see line 54): ”there are 
opportunities for growth in committees”, and Participant H (see line 53):  “learn, 
develop and know how to take initiatives”. 
All the participants who took part in this study agreed that they would recommend 
membership to committees to anyone, including new teachers who enter the 
profession. 
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4.4.3 Theme three: Mentoring and Coaching of teachers for leadership 
development. 
Theme three discusses the mentoring and coaching of teachers for leadership 
development. Mentoring is a process whereby a senior member in an organisation 
(Mentor) assists with the career development of a junior member (Mentee) in an 
organisation (Ghosh, 2013, p. 148). Additionally, the "mentor" usually assists with both 
career and psychosocial support (Thomas & Kram, 1988). Therefore, it is assumed 
that mentoring is one of the many responsibilities that the principal performs in a school 
to build teacher’s leadership capacity. 
Aviolo and Bass (2000) describe a transformational leader as the leader who provides 
individualized support: The principal understands the needs of each teacher, thus 
providing mentoring, coaching and guidance as developmental tools for individual 
teachers. Also, Leithwod, Patten, and Jantzi (2010) describe one of the roles of 
transformational leader as developing people: giving teachers individual support, 
stimulating intellectual development and demonstrating important values and 
practices. Committees play a supporting role to the principal. For the committees to 
be able to play their supporting role they also need support from the principal, as one 
of his/ her duties the principal and school leader is to provide guidance and support to 
the committees. When teachers were asked what kind of support they were receiving 
from the principal, this is what they had to say. Participant A (see line 101 to 104):  
           “Iyaah, they are supportive, some, there are some departments where normally 
there is a clash obviously with SMT, when the SMT does not want something 
to happen, as the overall the SMT will have a finally say, it’s only those minor 
issues where they would say let the committee decides” 
 Participant B also indicated that he does get some support from SMT (see line 44): 
“We do have someone who is a member of the SMT, that’s the person that when if 
there’s something that you don’t understand, or you need clarification about you talk 
to”. For Participant C guidance and leadership was provided by SMT (see line 48): 
“The SMT will guide, give advice and direction because we report to them”. Principal 
A acknowledges that committees play a supporting role (see line 15), “they play 
supporting role”. However, participant F was not content with the support that is 
provided by SMT (see line 71): ”sometimes the support is not enough”. 
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Teachers indicated that there is some support they are receiving from their principals 
although it was not clear how that was taking place as some committees were 
dysfunctional and some teachers indicated that the support was not enough. 
4.4.4 Theme four:  The influence of external leadership training programmes 
for teachers. 
Theme four discuses external leadership training programmes that are available for 
teachers. Teachers are eager to be given more leadership responsibilities that were 
previously reserved for formally appointed school leaders, thus suggesting that the 
ground was fertile for leadership capacity development. This is what participants said 
on how they would like to be developed: Participant A (see line 162 to 165): 
          “ I think they should do workshops that are more leadership orientated, because 
the one that we go for curriculum, we end up getting bored as well, because the 
problem is not curriculum, we don’t know much about leadership, that’s why 
educators are afraid to apply for leadership posts” 
Teachers who had an opportunity to attend PL2 leadership workshop attest that those 
workshops were beneficial to their leadership development and believe that it will be 
good to extend them to PL1. This is the evidence: participant C (see line 176 & 177): 
“I think the workshops that I attended when I was an acting HOD should be extended 
to PL1”. Participant D confirmed that PL2’s received external leadership training 
programs (see line 169 to 172):  
          “I’m fortunate that I acted for the whole year and attended two workshops, one 
workshop was about monitoring and evaluation and the other one was about 
whole school evaluation and developing programs to assist learner who are 
slow in learning” 
The above response suggests that there is no external leadership capacity 
development training programmes that are directed to Post Level one even though 
teachers are ready to learn new roles in the school. 
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4.4.5 Theme five: Principals’ experiences regarding leadership capacity 
building of teachers. 
Theme five discusses mainly the experience of principals regarding leadership 
capacity building of teachers. This involves, how principals develop leadership in 
teachers, how they recruit teachers and how they motivate teachers in leadership 
development positions. 
Transformational leaders develop people, and this includes building people’s 
leadership capacity, redesigning the school structures and managing the instructional 
programs (Leithwood, Patten & Jantzi, 2010). These authors elaborate further and 
state that transformational leaders are responsible for creating a vision: discovering 
new opportunities for the school and developing them as a vision for the school, 
motivate, sell the vision to other teachers to adopt it as a future vision for the school. 
Other scholars describe transformational leaders as leaders who motivate teachers to 
do more than is expected (Jung & Sosik, 2002) 
When principals were asked which leadership roles are assigned to Post Level one 
teachers to develop their leadership capacity, these were the responses: Principal A 
(see line 79 & 80):  
          “Normally promotional positions like HOD. We give people opportunities to act, 
where we exposed them to leadership and see how they perform if they have 
to be given that job permanent” 
Then the principal further explained that other leadership tasks that are given to 
teachers include being coordinators and grade heads see (lines 53 to 56) 
           “…let me make an example like LTSM, there is a coordinator, then the other 
members are given grades, they are going to coordinate grade matters, so for 
every grade there will be someone responsible for that grade” 
In school B there were subject heads, however the principal insisted that the main 
developmental instrument they use is IQMS (see line 52). When he was asked of any 
other development plan or instrument that they use: “No, we use IQMS”. 
Principals were also asked how teachers are appointed into school leadership 
positions and what was the main criteria in determining the suitability of the candidate 
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and this is what they had to say. Principal A (see line 92):” performance, good results”. 
Principal B had this to say:” proven track record, past performance of learners results”. 
(See line 57). 
When it was the turn of teachers to explain how they are appointed in leadership 
positions, Participant G supported the statement made by both principals (see line 
64):” first the record of producing good learner results in class”. While Participant F 
had this to say (see line 147 to 150): “To be appointed for instance, HOD, you must 
be clear about that subject or those subjects that you will be leading…” 
However, some teachers do not trust the processes of appointing school leaders and 
this is the evidence: Participant H (see line 69): “There’s lots of politics in the 
appointment of especially HODs, vices and principals”. Participant B had this to say 
(see line 86 to 88):   
          “for HOD’s positions there is always underhand but for PL1 they are desperate, 
so they will be no underhand but for HODs there’s is no way that there’s no 
underhand. Let’s face the reality,” 
 and Participant I added this (see line 64 to 66):  
“Sometimes there is nepotism, because I’m related to you or you gave me a 
bribery, money to buy that post, if you are female you slept your way into 
leadership” 
It is clear that teachers still do not trust or have confidence in the Department of 
Education’s pre-requisites for appointing school leaders. The advertisement of a HOD 
post in particular requires only a formal teaching qualification (either diploma or 
degree) and three years of teaching experience, (Gauteng Department of Education, 
2016; 2018). Similarly, the position of deputy principal, requires a teaching qualification 
(either diploma or degree) and five years of teaching experience, and lastly a position 
of principal requires a teaching qualification (either diploma or degree) and seven 
years of teaching experience.  The minimum criteria with the absence of any 
leadership qualification benchmarks, relevant to management positions create 
uncertainty, vulnerability to the process and exposure to manipulations. 
Another area that principals seem to neglect when it come leadership capacity 
development of teachers’ is incentives. Transformational leadership creates high 
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performance in schools (Mitchell & Tucker, 1992). Bush (2007) argues that a 
transformational leader needs to develop appropriate human, financial and physical 
resources. Without appropriate financial resource some teachers may be left out of 
leadership development. Teachers do not want to do the job when the post is existing 
and is not filled because they feel that they are doing somebody’s job for free. Since 
HOD posts are remunerated posts, they feel they should also be remunerated. This 
may hamper the development of leadership capacity in teachers. One of the acting 
HOD had this to say about rotation of leadership positions. Participant D (see line 180 
to 185):  
          “This term is my last term as an acting HOD, next term it will be another 
teacher’s turn but I have been acting in this position for the whole year. I started 
last year fourth term, when my three months of acting was finished nobody 
wanted to take the job, they were saying there is too much work but now since 
this post is remunerated from this term, people now are saying they want to act 
as well and we must go back to three months’ rotation” 
4.4.6 Theme six:  Role of labour unions in leadership capacity development of 
teachers. 
Theme six deals with the role of labour unions in the leadership development of a 
teacher. Some teachers view labour unions as important structures outside of the 
school environment and believe that the union has role to play in teacher development.  
However, others feel that unions focus more on “power struggles” than on teacher 
development. This is what the teachers said about labour unions. Participant F (see 
line 98 to 106) strongly believes that unions have a major role to play in the 
development of teacher leadership: 
            “…a union also contributes to the development of teacher leadership 
development because they are running the affairs of the teachers, educate the 
teachers in terms of behaviour, misconduct, …how to fight the battles with the 
school or education department. But there are things professional, in terms of 
behaviour, they must know their job description. Disputes have to attended to 
in a professionally way. Other teachers were actively involved in labour unions 
and this was the evidence”  
Participant C (see line 64): “I’m a member of a union and I participate in everything” 
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and further had this to say about unions (see line 68), “I’m a convener in the union and 
this helps me in decision making because you have to consult and know about school 
policies”. (see line 71 & 72). Participant D had also a position in another union (see 
line 91 & 92): ”I’m a union member and this year I was elected to be on the executive 
of the union”.  However not every teacher was a member of a union and had positive 
things to say about unions. When some of the participants were asked whether they 
were members of a union, these were the responses. Participants H and B answered 
with an emphatic: “No” see (line 113) and (see line 49). Participant A had a negative 
attitude towards unions (see line 125): “I don’t’ like these things of union” while 
Participant I was the ordinary member of a union (see line 97): “I am a member of a 
union but I don’t have a position in a union”. 
Unions have a role to play in leadership capacity development of a teacher. Every 
school leader is expected to be knowledgeable about the policies that govern 
education. Unions are in a better position to educate teachers about policies that are 
not subject specific but policies that govern schools, labour practices and policies, 
dispute resolution, lodging of grievances and any matter that affects the teachers.  
Unions also have leadership positions that may be distributed to the teachers. 
Unfortunately, some of the teachers in the study did not belong to unions, thus their 
leadership capacity development was compromised. 
 
4.5. CONCLUSION 
The above discussion indicates that PL1 teachers are ready and willing to accept new 
roles that are outside the classroom, roles that will advance their careers and bring 
fulfilment in the work that they are doing. Teachers can master subject content as their 
experience grows, yet, they still do not apply for promotional post because they do not 
know what the job entails.  Therefore, it is the duty of the principal to create avenues 
for leadership development in a school, as Leithwood, Patten and Jantzi (2010) claim 
that transformational leaders are responsible for the development of their members in 
the organisation. 
The next chapter, being the final chapter summarises the five chapters in this study, 
discusses the findings of the study and offers some recommendations and 
suggestions for areas of future research. 
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CHAPTER FIVE FINDINGS, SUMMARY OF THE STUDY AND 
RECOMMENDATIONS 
5.1 INTRODUCTION  
The previous chapter focused on the analysis and interpretation of the data. This 
concluding chapter focuses on the findings and recommendations of this investigation. 
This study was undertaken to determine the role of the principal in capacity 
development of Post Level one teachers for leadership positions. This study was 
conducted in Gauteng East region where two schools were purposefully chosen as 
research sites for this study since a variety of leadership development was taking 
place in both schools. 
 
5.2 SUMMARY OF THE PRECEDING CHAPTERS  
Chapter one focussed on the introduction and overview of the study. It contained the 
introduction of the study, context of the study, statement of the problem, aims of the 
study, objectives of the study, research design and methodology, sampling, data 
collection, trustworthiness, clarification of concepts and consideration of ethics. 
In Chapter two, the researcher examined the current literature on leadership capacity 
development. The theoretical framework where two theories were used, namely, 
transformational and distributive leadership were explained. The following concepts:  
leadership, leadership capacity building conceptualization in education, teacher 
leadership, shared leadership, corroboration learning communities, mentoring and 
schools as learning communities were discussed in detail. 
Chapter three outlined the research methodology adopted for this investigation, 
details on the research design, sampling method, data collection & analysis were 
discussed. The research methodology of the study was qualitative method and the 
research design was a case study which employed a multiple case study. The sample 
of the study was ten participants: eight Post Level one teachers and two principals. 
Data was collected through semi-structured interviews, documents and observations. 
Chapter four provided the analysis and interpretation of the data collected during this 
study. This chapter discusses the analysis of data that was obtained through 
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interviews, documents and observations. The data was analysed by using an 
analytical technique and content analysis methods. Methods of verification and 
validation of data that were used to analyse data and interpret findings were 
deliberated. 
This chapter five, being the concluding chapter presents the findings and offers 
recommendations emanating from this scientific investigation from current leadership 
capacity building programs that are available to post level one teachers in the two 
schools. 
 
5.3 SUMMARY OF THE FINDINGS PERTINENT TO THIS STUDY 
5.3.1 Finding one (dysfunctional committees - principals not fulfilling their 
roles) 
In attempting to address the main research question of the study: How do principals 
prepare post level 1 teachers for school leadership, this finding reports on principals 
not fulfilling the essential role of creating committees within their schools. Not all the 
teachers in both schools belonged to committees, since not all of them saw merit in 
belonging to committees. This means that some teachers were not being developed 
in leadership areas. The empirical evidence shows that there are huge benefits in 
serving as a member on a committee.  
Eight of the ten participants that were interviewed belonged to committees and two 
teachers were not in any committee, one in each school. This indicated that there 
could be more teachers who do not belong to committees at both schools.  
Some committees were non- existent in both schools and they only exist on paper and 
some of the existing committees were dysfunctional in both schools. Teachers and the 
principals agreed that some committees were not functional. In this regard principals 
were failing to set the direction for teachers. Also, committee roles and responsibilities 
were not properly monitored by principals. After numerous requests to be furnished 
with minutes of the existing committees, the researcher was provided with a few 
meeting minutes of committees in both schools whereas both schools had more than 
five committees. This indicated a lack of monitoring, support and evaluation on the 
part of the principals.  
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5.3.2 Finding two (the role of committees in building leadership capacity is 
neglected) 
Committees were given limited power to make decisions, thus restraining them in 
acquiring decision making skills. In both schools, teachers shared these sentiments, 
committees are restricted in their roles and responsibilities. In both schools, teachers 
believed that their participation in committees contributed to their leadership capacity 
development. For example, the duties of some committees are managerial in nature, 
notably, the LTSM, Finance and Assessment. However, fewer teachers are in these 
committees and this hinders the development of leadership capacity in teachers as 
many are denied experiencing first-hand leadership duties. Of the eight participants, 
only two teachers belonged to these committees or had participated in them and these 
were teachers who had between 3 to 5 years’ teaching experience and had never 
been a member of any committee in both schools. 
5.3.3 Finding three (inadequate mentoring and coaching) 
In attempting to address the support offered by principals to post level one teachers, 
regarding leadership capacity development, teachers indicated that they were 
receiving some support in the form of mentoring and coaching from their principals. 
However, this support in the form of mentoring and coaching was limited in nature and 
it was not clear how this was taking place. Some committees were non-existent while 
others were dysfunctional. Moreover, some teachers indicated that the support was 
insufficient and not forthcoming when required. 
5.3.4 Finding four (lack of external leadership training programmes for PL1 
teachers) 
This finding attempts to answer the research question regarding the availability of in-
service and/or external formal leadership training programs by principals to capacitate 
PL1 teachers towards school leadership. There are no external leadership capacity 
development training programmes that are directed to PL1 teachers in both schools, 
even though teachers appear to be eager and willing to learn and accept new roles 
and responsibilities that were previously assigned to formal school leaders only. SGBs 
are restricted with the number of teacher representatives, hence inaccessible to all the 
teachers in schools. Sadly, many teachers transfer or retire from the teaching 
profession not having served on the SGBs of any schools in their teaching career. 
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Only one teacher of the eight PL1 participants was a member of the SGB. External 
leadership programs, such as ACE, mentioned in this study are delivered to appointed 
school leaders only, even though teachers displayed a keen eagerness to participate 
in these programs. 
5.3.5 Finding five (inadequate attempts by principals to develop leadership 
capacity in PL1 teachers) 
The study reveals that there is an attempt on the part of principals to develop teachers’ 
leadership capacity, since there is evidence of grade heads or subject heads 
managing their respective domains in both schools. However, in school A grade heads 
were operational while subject heads were non-existent but in school B subject heads 
were existing but not in all departments, although grade heads were non-existent. 
Also, in school A, the vacant positions of HOD’s were rotated to give more teachers a 
chance to experience formal leadership positions before the positions were advertised 
in the Government Gazette. However, in school A where the rotation of vacant 
positions was taking place, some teachers were reluctant to assume these leadership 
positions, since these positions did not attract any remuneration. It was interesting to 
note that in one of the schools, teachers showed immediate enthusiasm as soon as 
the “acting position” attracted a monetary value. 
The process of appointing teachers into leadership positions is still not clear and 
transparent enough to teachers. In school A, one teacher was not short listed for an 
HOD position because she used the wrong application form and, in both schools’, 
teachers indicated that they do not have faith in the process of appointing teachers 
into leadership positions. Also, in both school A and B the appointments of heads of 
department is still based on learner performance or learner results. The school 
organogram of both schools shows that HODs have more than three subjects that are 
under one department and it is unlikely that an HOD can be a subject specialist in all 
three subjects. 
IQMS as a tool for teacher capacity development is not utilised effectively and 
appropriately in schools, the district offices as well as on a provincial level. IQMS co-
ordinators at school level were not adequately trained to manage the process, as 
teachers in both schools merely completed the IQMS document but had no clear 
understanding of IQMS and how the system could benefit leadership development.  
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5.3.6 Finding six (Labour unions failing to contribute to leadership capacity 
development for Post Level one) 
There seems to be many “grey” areas on the role of the labour unions in capacity 
building of PL1 teachers. It would appear that unions are failing dismally to recruit 
members early in their appointment into the teaching profession. In both schools there 
were some teachers who were not members of any unions. Unions play a vital role in 
the process of filling vacant posts in public schools. Unions are to oversee that 
shortlisting and interview processes are fair, and that no candidate is discriminated 
against in the selection and interview processes. Even though unions may not 
prescribe criteria to the interview panel or school governing body, in the appointment 
of teachers in leadership positions, it is required that the interview panel and the 
governing body ought to discuss at length the procedures to be followed with the 
unions. An informed union could have prevented the case where one of the 
participants in this study was disqualified for using a wrong application form. Schools 
as well as the union have the responsibility in cascading information to applicants. 
Labour unions are one of the important stake holders in education, therefore have an 
important role to play in the development of teachers in general and more specifically, 
leadership capacity development 
 
5.4 RECOMMENDATIONS 
5.4.1. Recommendation one 
One of the fundamental duties/responsibilities of the principal is to establish 
committees and ensure that all teachers serve on such committees. Teachers are 
exposed to leadership functions within committees; therefore, teachers should 
become members of committees and this should commence in their first year of 
employment. By belonging to committees, teachers will learn some of the roles and 
responsibilities of the school management teams, contributing to their leadership 
development. This study aligns to Cliffe, Fuller and Moorosi (2018, p. 85) who explain 
that pre- service leadership preparation is when a deliberate action is taken by an 
individual to learn about leadership skills. Therefore, principals need to prioritise the 
formation of committees as part of in-service leadership development programmes, 
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where internal processes are put in place to build leadership capacity of PL1 teachers 
within schools. 
To ensure functionality, oversight and monitoring of committees, the principal should 
be present at the first meeting and also attend some of the subsequent meetings to 
be aware of on-going activities of committees. For continued monitoring and 
evaluation of the committees’ functionality, the principal should ensure his presence 
at committee meetings at least once a quarter/term but should have access to minutes 
of all committee meetings convened throughout the year.  
The study recommends that committees be given enough power and authority to make 
decisions, thus helping members of committees to learn how to make decisions that 
affect the whole school.  Therefore, when teachers participate in committees, they will 
learn how to lead, manage and govern the school and thus develop their leadership 
capacity. 
5.4.3 Recommendation two 
The study recommends that PL1 teachers receive adequate mentoring and coaching 
from their principals as this assists in capacity development in leadership. As 
transformational leaders, principals develop people, lead, give direction and 
individualised support, since they understand the needs of each teacher, thus 
providing mentoring, coaching and guidance for leadership development in PL1 
teachers is crucial. Furthermore, principals should be playing a supporting role in all 
committees, providing mentorship to all committee members. 
5.4.4 Recommendation three 
This study recommends that subject head and grade head positions are created by 
principals. Incumbents to these positions are duty-bound to attend workshops solely 
designed for HODs, as part of their external leadership capacity development. This 
will enable teachers to familiarise themselves with HOD duties and responsibilities to 
build their leadership capacity. The principal should coordinate and facilitate these 
leadership capacity building programs in collaboration and cooperation with district 
offices and PED. Also, more teachers will gain exposure to leadership practices if 
these positions are rotated among teachers. This study also recommends that HOD 
vacant leadership posts within the school be rotated to enable more teachers to 
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acquire leadership skills to develop their leadership capacity.  Moreover, this study 
validates the remuneration of teachers, in “acting” leadership positions, as incentives 
to increase teacher participation, thus contributing to holistic leadership development. 
Schools, Districts and Provincial Education Departments appear to be ill-equipped” to 
implement IQMS correctly. Therefore, IQMS as an appraisal and teacher development 
tool needs to be supported with additional mechanisms that enhance leadership 
development.  
5.4.6 Recommendation four  
Teacher activism should be seen as an important component of a teacher’s 
profession. Unions can make a positive contribution towards the personal 
development of teachers and their leadership capacity. An important component of 
unionised education could be educating teachers about their rights, responsibilities, 
school policies and labour issues involving schools. This study recommends that 
teachers be affiliated to Labour Unions, who ought to recruit teachers within their first 
year of employment. The principal’s role is to ensure that unions are allowed time to 
meet with their members. This is not only beneficial to members but also to the school 
as a whole. 
5.4.6 Recommendation five 
This study recommends a five - year leadership capacity development programme that 
is gradual, developmental, empowering and capacitating for Post Level one teachers. 
The five- year plan commences with exposure to leadership tasks executed in 
committees such as “fund-raising and sports committees” etcetera in their first year, 
where responsibilities are straightforward and uncomplicated. The plan progresses in 
their fourth and fifth year of teaching to include teachers’ exposure to committees such 
as “School Finance and Teacher Disciplinary Committee” etcetera where roles and 
responsibilities are of a more serious nature, complicated and challenging. The 
researcher provides a diagrammatic structure of his proposed plan for capacity 
building in leadership for PL1 teachers.   
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5.5 RECOMMENDATIONS FOR FURTHER RESEARCH  
Possible topics for further/future research: 
 The role of middle managers in the development of Post Level one teachers in 
leadership capacity building. 
 Professional leadership development for school management teams. 
 Capacity building initiatives for Post Level one teachers. 
 The Integrated Quality Management System: developmental, supportive or 
judgemental. 
 
5.6 CONCLUDING REMARKS     
This investigation was undertaken to explore the phenomenon of capacity 
development of PL1 teachers for leadership positions. Two schools in Gauteng East 
District were the research centres and ten participants were chosen as the sample for 
this study. A qualitative research approach was utilised in this investigation.  
The researcher draws attention to the importance of committees being created in 
schools for capacity development of PL1 teachers. Principals ought to manage 
committees and ensure the committees are functional. This study suggests a capacity 
development programme be introduced in schools. Leadership development has to 
commence from the time the new incumbent assumes his /her position at the school.  
From the second year of appointment, depending on professional growth, teachers 
should be afforded small opportunities for exposure to leadership positions such as 
grade or subject heads. From the third year of appointment, teachers could “shadow” 
subject heads or become members of Assessment committee or Pastoral Duties. 
From the fourth year, teachers could choose to participate in two or more committees 
for example, Finance committee and LTSM committee and from the fifth year onwards, 
teachers will benefit from working with the SGB. For a school to be successful it 
depends on good leadership and management, therefore if it is important for schools 
to have good leadership. It is equally important for schools to start investing in 
leadership capacity development of teachers. Subjects heads should attend 
workshops/seminars offered by external service providers.  
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The study suggests the following to make the process of appointing Post Level one 
teachers into the initial leadership position, Heads of Department (HODs) in a school, 
more structured, less ambiguous and transparent. The minimum 3 years’ requirement 
for eligibility to be appointed be increased into five years to allow teachers to 
participate in all the school committees and school activities that enhance their 
leadership development. In addition, the following should be considered: 
 Five (5) years’ teaching experience. 
 One (1) year experience working with the School Governing Body. 
 At least two (2) years’ experience as the subject head and grade head. 
 One (1) year experience working in these committees: Finance, LTSM and 
Assessment 
 One year in other committees e.g. sports, fundraising etcetera. 
This study highlights the importance of effective, efficient leadership that directs and 
supports leadership development in Post Level 1 teachers. This correlates with 
learners’ performance and overall school outcomes. When appointing school leaders 
into high schools, overall learners’ results are a key factor in this appointment. The 
focus should be on acquisition of leadership skills.  
The researcher suggests a programme/plan to address leadership capacity building 
for PL1 teachers. The programme is presented in Figure 5.1 below, building leadership 
capacity building for PL1 teachers.  
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Figure 5.1 Leadership capacity development programme 
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ADDENDUMS  
ADDENDUM A – SEMI-STRUTURED INTERVIEW SCHEDULE FOR TEACHERS 
 
 
 
INTERVIEW SCHEDULE  
 
A       Teachers 
 
Interview questions, sub-questions and probes  
Opening: Thank you for participating in this research project. I am a MED student at the University of Johannesburg. I 
understand you are involved or not involved in the leadership development in your school. I would like to find out about your 
understanding of leadership development that is taking place or not taking place in your school from a teacher’s perspective. 
I have a list of questions to guide this interview and remember you have the right to withdraw from this interview at any 
point. Also note that I have received permission from the Department of Education and the University of Johannesburg to 
conduct this interview.  
 
Interview questions and sub-questions 
1. Briefly explain your understanding of school committees e.g. (Fund raising, departmental, entertainment 
etc.)  
 What is your role in your departmental committee e.g. (Maths and science department)? explain 
 Are you involved, or have you been in any other school committee(s) except your departmental 
committee, if not, why? Explain. If yes what is(was) your role/ function in that committee? explain 
 Do you think or don’t think participating in school committees contributes somehow in teacher leadership 
development? Explain. 
 What kind of support does committees receive or should receive from SMT? 
 Do you think committees have any influence in decisions making or to school day to day running’s? 
 Would you recommend to other teachers who are coming to the profession to participate in school 
committees? explain 
2. How are teachers developed for school leadership in your school? Briefly explain 
 Did your school attended any workshops previous or current year? 
 How many workshops did you attend as teacher? 
 Who provided those workshops? 
 How many workshops would you say were focus on teacher leadership development? 
 What other type of leadership training have you attend currently or previous years? 
 Briefly explain how are teachers appointed into leadership positions? 
 Does your school have a succession plan? 
 Does your school have internal/ external leadership training program? 
 Are/were you involved in any Leadership Development Programme? Briefly explain. 
 If yes, which programme and what was your involvement? 
 If No, why are you not involved? 
3. Briefly explain what kind of leadership development or support that teachers receive from your principal? 
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 Are you receiving any leadership mentorship/coaching from your principal, if yes what kind of leadership 
mentoring and coaching? 
 If you are not receiving any leadership mentoring and coaching, what kind of mentoring/coaching would 
you like to receive from your principal’ 
 What kind of other leadership development support are you receiving not from your principal but from 
other staff members. explain. 
 If you are not receiving any other leadership development from outside your principal, what kind of 
leadership development would you like to receive from your SMT/ colleagues  
 What type of external leadership training are you receiving? Or you would like to receive? 
 
4. Briefly explain leadership roles/task that are normally assign or rotated by your principal to post level 1 in 
your school. 
 Have you ever been assigned to any leadership role in your school e. g. (fundraising committee leader 
etc.), explain? 
 If you have not been assigned to any leadership role, please explain why? 
 Do you think or not think that assigning teachers to leadership role / task develops teacher leadership? 
 Would you recommend to your principal to rotate leadership task/ roles amongst teachers? 
5. Explain the role of Integrated Quality Management Systems (IQMS) as the developmental tool for teachers 
and as a tool for leadership development 
 Do you think IQMS is a correct tool that can be used for teacher leadership development? Explain 
 In your IQMS development areas, which performance/development areas did you choose for 
development? Explain which and why. 
  If in your IQMS if you chose leadership and management as the area of development, who was helping 
you to develop that area?  Was your Development Support Group (DSG) knowledgeable and helpful? 
 What other tools/instruments beside IQMS did you used to develop your leadership skills?  
6. Briefly explain your understanding of external leadership programs? 
 What should external leadership training program entail? 
 Who should provide them and who should attend them? 
 Does your school provide external leadership training programmes? Explain  
  
7. You have given me lots of useful information and I am grateful.  Would you like to add anything else that I may 
have left out?  
 
Thank you. 
 
Khanyi JG 
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ADDENDUM B – SEMI-STRUTURED INTERVIEW SHEDULE FOR PRINCIPALS 
INTERVIEW SCHEDULE  
 B Principals 
 
Interview questions, sub-questions and probes  
 
Opening: Thank you for participating in this research project. I am a MED student at the University of Johannesburg. I am 
investigating the Principals’ role in capacity development of Post Level one teachers for school leadership. In other words, 
how principals contribute in the development of Post Level one for leadership. I have permission to conduct this interview 
from the Department of Education as well as the University of Johannesburg. 
I have a list of questions to guide us in this interview and remember you have the right to withdraw from this interview at any 
point. Please inform me, should you require a comfort break.   
 
1. Briefly discuss the roles of committee(s) in your school as a principal? 
 How do you ensure that all teachers participate in these committees? 
 What kind of support do you provide in these committees? 
 How do you ensure that leadership roles are rotated amongst the teachers? 
2. How do you develop teachers for school leadership in your school? Briefly explain 
 How is the staff development plan designed? Explain 
 What is the school policy on staff development? 
 How are teachers identified for leadership development? 
 Who provides teacher leadership development? 
 Briefly explain how teachers are appointed into leadership positions. 
 Does your school have a succession plan? 
 Does your school have internal/ external leadership training program? 
3. Briefly explain what kind of leadership development or support that you provide to teachers as a 
principal? 
 Are you providing any leadership mentorship/coaching to your teachers, if yes how? 
 If you are not providing any leadership mentoring and coaching, why? 
 What kind of other leadership development support are you providing by using external providers? 
Briefly explain. 
4. Briefly explain leadership roles/task that you normally assign or rotates to teachers in post level 1 in your 
school. 
 Why do you assign and rotate those roles? Explain  
 What ere the challenges in assigning or rotating those roles? 
5. Explain the role of Integrated Quality Management Systems (IQMS) as the developmental tool for teachers 
and as a tool for leadership development 
 What is your role in IQMS? 
 Do you think IQMS is a correct tool that can be used for teacher leadership development? Explain 
 How do you monitor that each teacher chooses leadership development as one of key development 
area? 
  Teachers who chose leadership and management as their area of development, how are they 
supported? 
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 What other tools/instruments beside IQMS do you use to develop teachers’ leadership skills?  
6. Briefly explain your understanding of external leadership programs? 
 What should external leadership training program entail? 
 Who should provide them and who should attend them? 
 Does your school provide external leadership training programmes? Explain  
  
7. You have given me lots of useful information and I am grateful.  Would you like to add anything else that I may 
have left out?  
 
Thank you. 
 
Khanyi JG 
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ADDENDUM C – DOCUMENTS REQUEST 
SUPPORTING DOCUMENTS   
 C Principals/Teachers 
  
 
The following documents amongst others have been identified as useful documents that may provide 
rich thick insight in understanding the role that principal’s play in the leadership development of Post 
Level one. 
 School organogram 
 School staff development policy /plan 
 IQMS documents 
 Committees meetings (minutes, activities, documents) 
 Workshops/ training documents 
 Any other document relevant to leadership and management.   
I will be very pleased to be provided with the above documents or any other related documents that you 
might deem fit or useful for this research. 
 
 
Thank you. 
 
Khanyi JG 
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ADDENDUM E–  GDE RESEARCH APPROVAL LETTER 
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ADDENDUM F – SAMPLE OF INTERVIEW TRANSCRIPTS   - Teacher. 
 
1.Interviewer: Briefly explain your understanding of school committees, what are  
2. school committees, what are their functions and what is their purpose? 
3.Participant H: according to my knowledge, I think they are like a tree, roots are  
4. learners, the stem is the principal and the committees are the branches because 
5. the principal cannot do everything alone, so school committees are there to make  
6. sure that the school functions properly. 
7. Interviewer: Do you agree that committees play a supporting role to the principal 
8. Participant H: No, to the school as whole. 
9. Interviewer: How are the committees formed?  
10. Participant H: We have sports committee, bereavement committee,  
11. entertainment committee, teachers volunteer to be in those committees 
12. Interviewer: Is every teacher in this school in a committee? 
13. Participant H: No, not every teacher is in a committee, many teachers are not in 
14. committees. 
15. Interviewer:  why? What do you think makes them not to be in committees? 
16. Participant H: As I have said it is about volunteering, some they don’t want to  
17. participate, it’s about leadership, it’s about taking an initiative, it’s about   
18. compliance, it’s about volunteering, it’s about time, giving yourself to extra duties 
19. extra time, having time to do your work and your tasks, sometimes educators are 
20. scared to  do that because it’s extra time and they don’t want to do that 
21. Interviewer: Have you ever been a member of any committees? Which one? 
22. Participant H: Yes, Sports committee 
23. Interviewer: What’s your role there? 
24. Participant H: Sports coordinator, I just organise sports and I’m leading this  
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25. committee, we have a variety of codes and I have colleagues that I’m leading. 
26. Interviewer: Do you think being in that committee contributes to your leadership 
27. development? 
28. Participant H: Yes, it does, cause number one is about learning, you learn to  
29. handle conflicts because whenever there are people conflict may arise, so learn 
30. to solve those differences, it about organising things on your own, time  
31. management, sometimes we are way with the learners and some learners like to 
32. slip away, you will account for those learners. 
33. Interviewer: What support do committees receive from the SMT or the Principal. 
34. Participant H: We ask time and money, maybe we want to buy some things, we 
35. go to the HODs to request money, he or she will go to the principal and ask for 
36. that money on our behalf or maybe we want to print somethings during contact 
37. hours so we will go to then to request that time, so basically is about time and  
38. money. 
39. Interviewer: Do you think that the support you are receiving from the principal or 
40. the SMT is enough, sufficient or adequate? 
41. Participant H: It’s never enough because sometimes you want the whole day for 
42. sports and they will just give you two or three hours, but we do get support 
43. Interviewer: Do you think that committees have any influence in school  
44. decision? 
45. Participant H: It’s very tough question that one because I think it’s a duty of an 
46. SMT to make decision maybe you can as committee member discuss with one of 
47. the SMT member in that way 
48. Interviewer: Are committees allowed to develop policies? 
49. Participant H: The department of education has made it very difficult for us to 
50. develop policies because they have said sports must be done after school hours 
51. Interviewer: Mr, would you advise a teacher who is coming into the teaching  
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52. profession to participate in committees? 
53. Participant H: Yes, you need to be inside that boiling water so that you can  
54. learn and develop and know how to take initiatives. I would definitely advise a  
55. new teacher to participate in committees. 
56. Interviewer: Have you ever attended any leadership development programs this 
57. year or previous years. 
58. Participant H: You mean workshops. 
59. Interviewer: Yes, any other workshop that you attended this year or previous  
60. years about leadership. 
61. Participant H: Yes, I have attended workshops. 
62. Interviewer: Did any of those workshop had to do with leadership? 
63. Participant H: No, I attended lots of workshops, but they had to do with  
64. classroom management, how you lead curriculum, how you assess the learners 
65. Interviewer: Who provided those workshops? 
66. Participant H: Most of them is district 
67. Interviewer: How are teachers appointed into leadership positions? Eg. HOD  
68. position, what is it that they consider? 
69. Participant H: There’s lots of politics in the appoint of especially HODs, vices 
70. and principals. But for an HOD that one it must be someone who knows the  
71. subject, for an example an HOD for science, that one must know maths, science, 
72. geography and life science, that one must know the core, the in-depth of those 
73. subjects, because whenever the teacher is struggling that teacher must go to her 
74. or him asking for assistance or clarity. Allow me to jump the vice and go to  
75. principals, I think principals it should be a born leader first, someone who can  
76. humble himself in front of people, have a little bit of empathy but intelligent,  
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77. critical thinker, someone who is not scared to take decisions but someone who 
78. informed the staff first and discuss before he take a decision. But here in South 
79. Africa is about politics you find that they will give you a clueless HOD someone 
80. who knows nothing about that department or clueless principal who knows  
81. nothing about leadership, who act as if you are his or her employees, like he is 
82. paying you or she is paying you  
83. Interviewer: How do you think appointing people who are not suitable into  
84. leadership can be stopped? 
85. Participant H: I think the legal thing is to advertise post and take it from there. 
86. Interviewer: How do you think teachers should be developed for leadership? 
87. Participant H: When you want to bend the stick, you bend it while is wet,  
88. therefore leadership development should take place when teachers are new to 
89. the profession, make it appoint that teacher is in one or two committees, so that 
90. they can learn to take initiative, to make decisions, to control conflicts, make it a 
91. point that at least once or twice a month she or he attends workshops 
92. Interviewer: If the SMT is not at school for whatever the reason, what kind of  
93. duties, task or roles that the principal assigns to level 1 when the SMT is not  
94. around. 
95. Participant H: Unfortunately, that situation has not occurred yet, but I think if it 
96. arises he will task us. 
97. Interviewer: What are you views on IQMS as a tool for teacher development and 
98. as tool for leadership development. 
99. Participant H: IQMS is about you and be evaluated by your HOD and being  
100. developed after you have been evaluated, because you might find out that there 
101. are lot of mistakes that you are doing inside of the class before you go to the 
102. content you fail to control the class, learners are chewing gums, wearing caps 
103. and earphones, so you need to develop that first and the content how do you 
104. vary lessons, you should vary the lessons because you are dealing with  
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105. different intelligence, they do develop us on that 
106. Interviewer: Do you think IQMS is good that should be used for teacher  
107. development, you don’t find any challenges when it comes to IQMS. 
108. Participant H: The only challenge is the paper work. There are just  
109. unnecessary things that are put there, sometimes we write that we need  
110. development in this, but they don’t come to develop us on that. If they could 
eliminate this lots of paper work. 
111. Interviewer: Are you participating in other committees that are not formed by 
112. the school? Eg. your unions 
113. Participant H: No. 
114. Interviewer: Why are you not participating in them? 
115. Participant H: I don’t know, seriously 
116. Interviewer: Thanks Mr, you have given me a lot of useful information, anything 
117. that you would like to add on school leadership development. 
118. Participant H: Many of the people who are specialist in district have never  
119. been into class, so they don’t know what is happening in the class. They  
120. change documents now and then this creates to a lot of confusion because we 
121. end up not knowing which one to use. 
122. Interviewer: Is that all? 
123. Participant H: Yes, Thanks a lot. 
124. Interviewer: Thank you to you, much appreciated.  
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ADDENDUM G – BIOGRAPHICAL FORM 
 
 
ADDENDUM H – SCHOOL PROFILE 
 
 
 
 
KINDLY COMPLETE THE FORM BELOW 
Name of the school  
Participants Name    
Gender   
Age   
Teaching experience   
Post level  
Qualifications  
Experience as 
teacher/principal 
 
Experience in SMT   
KINDLY COMPLETE THE FORM BELOW (PROFILE OF THE SCHOOL) 
NAME OF THE SCHOOL  
QUINTAL GROUPING OF THE SCHOOL    
SOCIO – ECONOIMC STATUS OF THE 
MAJORITY OF LEARNERS 
 
LANGUAGE OF INSTRUCTION  
NO OF SCHOOL MANAGERS (HODs, DEPUTY 
PRINCIPALS AND PRINCIPAL)  
 
NO OF GDE EMPLOYED EDUCATORS  
